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Legal, Moral, a11d Tra11sformational Leadersl1ip for our Sc/100/ Districts a11d U11iversities
This current issue of the School Leadership Review has a wide variety of topics addressing the
legal, moral, and transformational leadership for our school district administrators and university
personnel. The legal issues of bullying and transportation liability are important to the safety and
welfare of our students and staff. As administrators develop policies and procedures, there needs
to be careful consideration to legal and moral implications that will guide their district. These
many legal issues would be minimal if the leaders led with honesty and integrity.
Transformational leadership has this honesty and integrity woven throughout its tenets.
Another area of importance is addressed in this issue with the development of strong leaders for
campuses and districts. As university faculty and administrators work to increase their
enrollment, the issues of how candidates are selected as well as how faculty prepare future
leaders becomes extremely important. Many universities are offering more certifications through
online programs while ensuring that the candidates are well prepared and have strong field
experiences in their preparation. Additionally, many programs have removed a requirement such
as the Graduate Research Examinations (GRE). This comes amidst higher accountability at the
university level for state passing rates on the advanced certifications. Candidates must pass the
state test with only five tries and the state gathers information on universities where candidates
must retake a second time.
The state requirement for limiting the number of times the candidates may take the certification
test has little to do with their ability to lead. In another state, one teacher took a test 12 times in
order to gain administrative certification. This person became an outstanding leader. Further,
superintendents from other states, must also take the certification test, even though they have had
success as a practicing superintendent.
Further, university preparation programs need to make the learning relevant for those who will
be leading rural, suburban, or urban campuses. Leaders have different skills needed to serve in
different types of schools. The importance of school context and school improvement have been
identified by the University Council of Educational Administrators.
This issue also showcases practices of STEM success as a continuing dialogue for areas that will
support high school Hispanic girls pursue Engineering fields. This confirms much of the current
research on STEM. There continues to be a need for high quality research in the STEM fields
with an examination of all aspects: Science, Technology, Engineering, and Mathematics. The
area of Technology in research related to STEM courses and careers has been less well
documented than the other areas.
Amy Burkman 's / 'm Telling: A Quantitative Analysis of Reporting Cyberbullying versus
Reporting of Traditional Bullying in a School Setting is a nonexperimental correlational
quantitative study that examined the relationship between the place of bullying and the reporting
of bullying. The researcher used secondary data from the U.S. Bureau of Justice database,
"Indicators of School Crime and Safety". The findings indicated that students who experienced
cyberbullying were more likely to report bullying than those who had experienced traditional
bullying.
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W. Sean Kearney, Nathem Okilwa and Jeff Goldhorn authored, Who is Preparing School

Leaders to Transition into the Job of Urban School Principal? Analyzing the Impact ofa
Regional Principal Readiness Education Program on Principal Self-efficacy. Looks at one
principal preparation program provided through Region 20 Education Service Center, Texas A &
M University - San Antonio, and This survey research studied two groups of assistant
principals and the Principal Sense of Efficacy Scale Survey. One group had 35 assistant
principals who did not participate in the collaborative preparation program and the other group
had 41 assistant principals in the preparation program. The assistant principals in the
collaborative preparation program had statistically significant gains in their self-efficacy scores
when compared to the control group.
Kayne M. Smith, Melissa Arrambide, Timothy Letzring, and Chuck Holt wrote Texas School

District Liability in Pupil Transportation: A Legal Analysis of the Texas Tort Claims Act and
Sovereign Immunity. This qualitative case study examined possible liability for public schools
by summarizing 13 litigation court cases of incidents at school bus stops, walking to and from
bus stops, and student incidents on the bus. The authors review the cases in order to help
administrators and transportation directors understand potential liability.
Pamela J. Bryant, Jennifer T. Butcher, and Johnny O'Connor's Improving School Leadership:

The Connection of Transformational Leadership and Psychological Well-being of the Followers
is a phenomenological narrative study of seven school superintendents. The superintendents had
to have success at a low performing school district with at least two years of experience. The
authors found that idealized influence and inspirational motivation showed the highest concepts
for transformational leadership. Building trust and high moral behavior were necessary for a
good relationship between the leader and the followers. The followers' well-being was
positively impacted by the leaders' shared vision, enthusiasm, buy-in, and increasing morale.
Additionally, the followers' well-being increased when the leader had good two-way
communication and built a personal relationship.
Virginia Leiker and Theresa M. Campos wrote Selection Process for Educational Leaders Does
Make a Difference. The researchers examined the process used to select students for educational
leadership program by looking at four cohorts of students. Three of the four cohorts had a
traditional and rigorous selection process, while one of the cohorts accepted all applicants. They
found that the fourth group where all students were accepted actually had a higher GPA than the
other cohort groups. However, the fourth group was less successful on the state certification
examination and had fewer percentages of students promoted.
Veronica Vijil, Julie P. Combs, and Rebecca M. Bustamante authored Barriers to Pursuing
STEM-Related Careers: Perceptions of Hispanic Girls Enrolled in Advanced High School STEM
Courses. Their qualitative case study of seven high school Hispanic girls in an engineering
program examined barriers and support systems for the girls. The barriers found were existing or
perceived such as gender discrimination, ineffective teachers, future limited college funding, and
future work-life balance. The support themes were perseverance, relationships with a teacher,
and family support.
Pauline M. Sampson, Ph.D.
Editor
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I'm Telling: A Quantitative Analysis of Reporting
Cyberbullying versus Reporting of Traditional Bullying in a Sc/tool
Setting
Amy Burkman;
Texas A & M Texarkana

Bullying is a widely used, familiar term for aggressive behavior traditionally perceived as
a customary rite of passage, particularly during a child's early middle school and high
school years (Lusk, 2012). The old adage, kids will be kids, is a common misperception
based on lack of knowledge about the impact of bullying exhibited by parents, educators,
and community members. Bullying in all forms has become a larger issue for law
enforcement, educators, and society as a whole. An increasingly growing phenomenon,
cyberbullying, has become a new form of this aggressive behavior in society. Bullies have
essentially moved beyond the school's hallways, classrooms, and playgrounds and into
cyberspace. Cyberbullying is a trend of deviancy in which juveniles use technology, such
as cellphones, tablets, computers, and electronic devices as a means to target peers for
harassment. It is expected that the incidence of cyberbullying will continue to significantly
increase over the next few years, thereby creating a completely unique social problem
similar to that of cyberstalking and other crimes of the Internet (Dooley, Pyzalski, & Cross,
2009).
Cyberbullying provides perpetrators with increased destructive reach by increasing
levels of anonymity and access to peers. Educational leaders are in a unique position
when dealing with cyberbullying because of the virtual, rather than physical, location of
bullying. However, with the increased number of youth having cellphones and other
electronic devices with internet accessibility, this trend will likely strengthen in the
absence of prevention and intervention strategies (Slonje, Smith & Frisen, 2012) inside
and outside of the school building. Educational leaders need be prepared to respond to
all bullying behaviors because they impact the school environment, regardless of the
location of the victimization.
The only way that educational leaders know that cyberbullying is taking place is through
the reporting process; however, traditional bullying victims are hesitant to report being
victimized (De Lara, 2012). The purpose of this study is to investigate if victims of
cyberbullying report victimization at a similar rate to victims of traditional bullying as
identified by the 2012 US Bureau of Justice Statistics publication Indicators ofSchaal
Crime and Safety: 2012 (Robers, Kemp, Truman, & Snyder, 2013). Until educational
professionals understand the patterns of and likelihood of reporting victimization it is
difficult to provide programming designed to reduce victimization.

; Dr. Amy Burkman may be reached at oburkmon@tomut.edu
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Conceptual Framework

The Structural-Functional Theory provides the conceptual framework for this research.
The focus in this theory is the interconnectedness between different organizations, social
units and structures. The relationships of educational organizations, parents, students and
greater community services, such as police departments, are based on a set of norms and
values that shape society. Through the Structural-Functional Theory lens, "the social
relationships, of which the continuing network constitute social structure, are not
haphazard conjunctions of individuals, but are determined by social process .. .In any
relationship within the social structure a person knows he is expected to behave
accordingly ...and is justified in expecting that other persons should do the same" (RadliffBrown, 1952, p. 10). When other persons do not follow the social structure, mechanisms
should be in place to protect individuals that operate with the structural norms.
Literature Review

Research does exist looking at traditional bullying behaviors but not the unique
characteristics of cyberbullying. For example, Morrison (2002) looked at a response to
bullying and victimization from a restorative justice approach but did not address any
elements of cyberbullying. Only aspects of traditional bullying were investigated.
Brockenbrough (2001) and Farrington and Ttofi (2011) also examined peer victimization
and bullying, but without regard to cyberbullying. This suggests that the research has not
caught up with the advances in technology used to terrorize victims. Research on
victimization and bullying needs to be updated to include a specific focus on the unique
characteristics of cyberbullying. The first step in addressing this gap is to understand the
similarities and differences in reporting behaviors between these two types of bullying.
Daily access to the Internet has skyrocketed according to a 2013 United States Census
Bureau report. In 2011, nearly 76% of all American households surveyed reported
having a computer within the home compared to only 8.2% in 1984, and nearly 62% in
2003. Of those surveyed, 71.7% reported daily access to the Internet in 2011, compared
to 18% in 1997, and by all accounts, these numbers will continue to increase
exponentially, particularly with the inclusion of sophisticated mobile and gaming devices
(File & Ryan, 2014). Cyberbullying has undergone increasingly enormous changes in the
number of cyberbullying incidents, frequency, and duration, which have been primarily
attributed to the major advancements in technology (Bauman, 2013; Draa & Sydney,
2013; Patchin & Hinduja, 2011; Pieschl et al., 2013).
Advancement in technology also creates opportunity for increased cyberbullying. For the
cyberbully, the convenience and accessibility to a limitless virtual audience that is mostly
unsupervised and the methods used to victimize the intended targets, are evolving and
intensifying with each passing year (Hinduja & Patchin, 2009; Kowalski, Limber, &
Agatson, 2008). Hinduja and Patchin (2015) indicated that 34.4% of their study's
participants reported being cyberbullied at least once in their lifetime. In spite of popular
belief, one researcher found that the majority of cyberbullying victims knew the identity of
the cyberbully, which suggests that anonymity does not have a strong influence on the
dynamics of cyberbullying behaviors (Bryce & Fraser, 2013), although Barlett and Gentile
(2012) and Burton et al (2013) disagree.
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In regards to cyberbullying victimization, most studies do not focus on whether cyber
bullying victims report being victimized, but if reporting is included there is no
differentiation between reporting at home or at school and between reporting to a parent,
other adult, or peer (Addington, 2013). Donegan (2012) noted that the percentages of
children and adolescents reporting cyberbullying victimization in different studies varied
greatly by the definition used and the age of participants surveyed. Some researchers
believe that cyberbullying victims report incidents to parents and friends because
harassment is likely occurring outside of school hours (Addington, 2013; Watkins &
Maume, 2011), even if the cyberbullying impacts daily activities. Educational professionals
need to encourage victims to report cyberbullying and need to understand how to
respond to such reports. The question, however, remains: do cyberbullying victims report
bullying at the same rates as traditional bullying victims?
Victims of traditional bullying rarely report incidents to adults regardless of opportunity
or a school provided system being in place (De Lara, 2008; Mishna & Alaggio, 2005; Pepler,
Jiang, Craig, & Connolly, 2008). Research indicates that this could be due to being told to
ignore bullying (Yoon, Bauman, Choi, & Hutchinson, 2011) or because bullying is dealt
with from a primarily adult perspective with little input from the victim. The research of
DeLara (2012) showed that one reason adolescents won't report bullying victimization to
adults is that they feel like adults don't understand how to respond to bullying. Until
adults encourage students to report any instances of victimization and adults understand
bullying from the perspectives of adolescents, self-reporting will continue to be low.
The first step in developing a response plan is to determine the frequency of reporting
and if there needs to be an enhanced approach to encouraging cyberbullying victims to
self-report Understanding reporting behaviors starts with approaching the victims and
asking about reporting behaviors. The purpose of this study is to address this need by
determining if victims of cyberbullying report victimization at a similar rate to victims of
traditional bullying as identified by the 2012 U.S. Bureau of Justice Statistics publication,
Indicators ofSchool Crime and Safety: 2012 (Robers, Kemp, Truman, & Snyder, 2013).

Methodology
This non-experimental correlational quantitative research study uses secondary data
collected by the United States Bureau of Justice. This data was selected based on the large
portions of data available, as well as the diversity of the population surveyed by this
national government agency. The non-experimental design was selected based on the use
of secondary data as opposed to the collection of primary data. Due to the use of a nonexperimental research design and the use of secondary, rather than primary data, the
research questions only involve statements about the observed relationship between two
variables, not any implicit or inferential causation (Cohen, Manion, & Morrison, 2011).
The research question and variables are as follows:
RQ: Is there a statistically significant correlation between the type of bullying
(cyberbullying vs. traditional bullying) and the percentage of victims that report
bullying to an adult in a school setting?
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H: There is a statistically significant correlation between the type of bullying and
the percentage of victims that report bullying to an adult in a school setting.

Ho: There is not a statistically significant correlation between the type of bullying
and the percentage of victims that report bullying to an adult in a school setting.
This research used dummy variables. Dummy variables are assigned when a categorical
data set is assigned Oor 1 to differentiate between two distinct categories, as is the case
in comparisons of cyberbullying and traditional bullying, and whether or not bullying is
reported to an adult.
Source of Data

The secondary data source is the Indicators ofSchool Crime and Safety: 2012 (Robers,
Kemp, & Truman, 2013). The populations on the various surveys used in this report vary
slightly based on the parameters of the instrument; however, the population is households
in the United States with juveniles. This study will use only data from the National Crime
Victimization Survey (NCVS), which is housed within the Indicators ofSchool Crime and
Safety: 2012.

The NCVS contains data obtained from approximately 89,000 households with each
member of the household ages 12 and up being interviewed first in person, and then
every six months via telephone for three years. This comprehensive longitudinal study
gathers data specific to whether the household participant was victimized by particular
crimes identified within the survey. Of the 89,000 household that met the criteria for the
survey, the participant homes were selected using a stratified, multistage cluster design.
All members of the household, ages 12 and up were interviewed to determine if they had
been victimized by the measured crimes within the previous 6 months. At each stage, the
selection was proportionate to the population size and 72,000 individuals were surveyed
(United States Bureau of Justice Statistics, 2012). The use of the national sample provides
generalizable data that can be applied in a variety of settings.
Data Analysis

Descriptive statistics were run to document means, percentages, and numerical data. To
answer the research question, the Pearson Eta Correlation was used. The eta correlation
ratio was used to analyze these data, as there was no linear relationship because this was
a nominal data set. To run an Eta Correlation, an Analysis of Variance is first run to
determine if there is a significant difference between the group's averages. With
significance determined through the F-ratio, an Eta correlation can be calculated to
determine the percentage of variation in the dependent variable that can be explained
through the independent variable (Danacica & Babucea, 2007).
Findings

The research question asked if there was a statistically significant correlation between the
type of bullying and the percentage of victims that reported bullying to an adult. The
dependent variable was reporting bullying and the independent variable was whether the
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participant had been a victim of traditional bullying or cyberbullying. The null hypothesis
stated that there was no significant correlation between the reporting of bullying to an
adult and the type of bullying (traditional or cyber) that occurred.

Table 1:

Reporting Bullying to an Adult
Type of Bullying

Df

Traditional Bullying

472

Sig.(2-tailed)
.000

eta
1

Cyberbullying
472
.000
.495
Source: National Crime Victimization Survey: School Crime Supplement, 2012
Based on Cohen's guidelines (1994) for effect size, the null hypothesis is rejected for all types
of bullying. The effect size exceeded the level of significance showing that students that
experience cyberbullying are more likely to report the bullying to an adult than the victim of
traditional bullying.

Discussion
Mitchell and Jones (2015) emphasized that cyberbullying appears to be increasing due to the
recognizable ease, accessibility, and availability of electronic devices, predominantly among
adolescents. They also suggested that cyberbullying be studied within a broader victimization
framework and this study sought to accomplish that task. There is a need for more research
examining cyberbullying and traditional bullying victimization, particularly since the research
investigating traditional bullying victimization has been clearly established within the
literature, yet less is known concerning cyberbullying victimization (Waasdorp & Bradshaw,
2015). More importantly, few studies have sought to investigate the co-occurrence of
traditional bullying and cyberbullying's influence on adolescent victimization with specific
demographic characteristics in mind (Mitchell & Jones, 2015; Waasdorp & Bradshaw, 2015).
This study was designed as the first step in response to this gap in the research.
This study examined reporting practices of victims of traditional bullying and cyberbullying.
Although most incidents of cyberbullying take place outside of the school day, cyberbullying
impacts the learning environment as much as traditionally bullying. Therefore, while
cyberbullying remains a serious social problem for settings outside of the school, the
educational system needs to combat cyberbullying through prevention and intervention efforts
and strategies and the implications for educational leadership need to be understood in light of
the extension of cyberbullying beyond the school grounds.
The research question for this study asked if there was a statistically significant
correlation between the type of bullying and the percentage of victims that reported
bullying to an adult. Based on Cohen's guidelines (1994) for effect size, the null hypothesis
was rejected for all types of bullying. The effect size exceeded the level of significance
showing that students that experience cyberbullying were more likely to report the
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bullying to an adult than the student victims of traditional bullying were. This relationship
is new to the body of literature, which simply showed that overall reporting was minimal
with no comparison between traditional and cyberbullying. This piece of information
shows that, with appropriate opportunity and adult support systems, cyberbully victims
can advocate for themselves. This only happens if adults in the school system are available
to listen to the victims. Most research does not focus on reporting bullying victimization
(Addington, 2013).
This study addresses this gap in the literature by looking at reporting, specifically the
adults within the school environment. According to the findings, victims will report
cyberbullying to an adult in a school at a significantly higher rate than traditional bullying
victims. As a result, schools must respond by providing supportive adult access.
Implications for Practice

As noted in this study, there is no single, universally agreed upon definition of
cyberbullying other than in acknowledging this behavior is inherently negative, entails
unwanted harassing behavior, and is perpetrated through electronic means (Stewart & Fritsch,
2011 ). Stewart and Fritsch (2011) suggested that cyberbullying be categorized as cyberdeviance or cyber-violence since acts labeled as cyberbullying (i.e., being ignored by others or
excluded) are not necessarily violations of the penal code, which encompasses the legal
definition of a crime. By doing this, educational leaders can provide consequences to
perpetrators of cyberbullying similar to consequences given to other violations of the penal
code. Labeling a crime as cyberbullying does not allow for educational leaders to respond with
severe consequences unless school policy specifically addresses cyberbullying in similar ways
to traditional bullying because it largely occurs off campus.
Unfortunately, there is still a large disconnection between cyberbullying and traditional bullying
in Student Codes of Conduct. In the majority of cases, cyberbullying must provide a substantial
disruption to learning, which is a vague, challenging concept to prove. Typically, this is
considered only for school-wide disruptions. For example, in J.S. v. Bethlehem Area School
District (2000), J.S. was expelled for creating a website depicting graphic images of severed
heads that included encouraging the hiring of a "hitman" and other threatening comments about
a specific teacher. The Commonwealth Court of Pennsylvania upheld the expulsion of J .S
because the school had demonstrated substantial disruption in that the website could be accessed
from school computers and the intended audience was the school population of teachers,
students, and other school officials (Stewart & Fritsch, 2011 ). In a case like the aforementioned,
the behaviors and actions exhibited are already prohibited under existing penal codes, including
terroristic threats, harassment, menacing, stalking, and hate crimes, all of which can be used to
prosecute cyber bullying in jurisdictions that lack specific cyberbullying statutes. In individual
cases, the challenge of meeting the "substantial distraction" limits the power of the educational
leader to intervene.
Although reporting of cyberbullying is more likely than the reporting of traditional bullying,
particularly reporting to an adult, the school is responsible for creating an environment where
victims, bystanders, and parents can get support for protecting victims. One way to do this is
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for educational leaders to work with area law enforcement. Law enforcement officers struggles
when trying to address cyberbullying issues due to the lack of reporting when coupled with the
vagueness of some cyberbullying laws making investigating and prosecuting such crimes
difficult (Stewart & Fritsch, 2011 ). This must change; however, the problem is compounded by
the lack of resources and equipment to aid law enforcement, particularly local law enforcement
agencies, which comprise the bulk of law enforcement agencies within the United States
(Stewart & Fritsch, 2011 ). By working with local schools and receiving cross-training through
the school districts, law enforcement can gain the skills for working with educational leaders to
combat cyberbullying.

Training Needs
Training is required for school personnel, especially those in educational leadership, in order to
be able to respond appropriately when a victim reports cyberbullying to an adult at the school.
It has been suggested by Stewart and Fritsch (2011) that a national certificate program be
designed to accommodate the training and ensure the acquisition of consistent, uniform
information pertaining to cyberbullying. This need for cyberbullying training must not be
exclusive to educators, but must include law enforcement, prosecutors, defense attorneys,
judges, and corrections officials so that all parties may appreciate and acknowledge the
harmful effects of cyberbullying and its association with criminal victimization, which
frequently leads to adolescent suicide.

Needs for Educational Leaders
Resource needs for educational leaders must include, but not be limited to, equipment, support
from the school board and district level leadership, and the formation of collaborative
relationships between criminal justice personnel and educational leaders (Stewart & Fritsch,
2011 ). The formation of collaborate relationships between educational leaders and the criminal
justice system has many advantages, one of which includes access to information and resources
that would otherwise be unavailable or inadequate, particularly within smaller environments
(Stewart & Fritsch, 2011 ). At the very least, the creation of a safe place or a reporting tool
specific to cyberbulling should be developed. The findings of this study validate the need for
recognition of and separation of cyberbullying and traditional bullying into separate response
systems.

Legal System and Cyberbullying
Within the last five years, 49 states and the District of Columbia have enacted bullying statutes
with the exception of Montana (Hinduja & Patchin, 2014). Only 20 of the 49 states included a
cyberbullying subsection, with only 12 of those states included a criminal sanction for
cyberbullying (Hinduja & Patchin, 2014). Because cyber bullying violations and criminal
sanctions are not clearly outlined (McQuade, Colt, & Meyer, 2009) criminal justice systems and
school districts must work together to combat the continued victimization of adolescents by
providing a safe place for reporting, a structure for additional consequences within the school
system, and the recognition that cyberbullying is a problem for everyone and cannot be ignored.
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Recommendations for Further Research

While research discusses traditional bullying victimization and victims. there is a gap in the
literature discussing cyberbullying and victims. Further research is needed on the similarities
between cyberbullying victimization and traditional bullying victimization to address the gap
found in the literature. Another area of further study is to investigate to whom the students are
reporting cyberbullying, i.e. teachers, counselors. or administrators. Finally, school districts
need to evaluate current reporting tools to see if cyberbullying is being reported and at what
rate.
Conclusion

Educational leaders should recognize cyberbullying as a distraction to the learning environment.
This research showed that schools provide a safe place for reporting victimization of
cyberbullying that is not available outside of the school environment. With the appropriate
training and collaborative relationships with the criminal justice community. educational leaders
can help reduce cyberbullying and the victimization of adolescents.
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Preparing junior administrators to step into the role of school principal is a challenge many urban
school districts face. Typically a large school district will leverage an existing pool of
experienced assistant principals and vice principals to fill principal positions. At a minimum this
ensures the candidates are familiar with internal structures, district culture, policies and
procedures, and the community which the school district serves. However, unless addressed in a
strategic manner, the assistant and vice principal role lacks many of the critical components
which are required of the principal position. While the majority of these individuals will have
completed a university-based principal preparation program, obtained state certification to serve
in the role of principal, and often times have served as an assistant or vice principal for a number
of years, there is still often a wide gap between their current job duties and what will be expected
of them as principals. Thus, there is a need for additional training to prepare these individuals to
successfully transition into the role of urban school principals. To this end, this article examines
a principal transition program which was created as a collaboration between a regional education
service center, school districts, and university partners to prepare assistant and vice principals for
the principal position.
Background on Bexar PREP
The Education Service Center, Region 20 (ESC-20) is a non-regulatory organization that
supports both public and charter schools in south central Texas. The mission of ESC-20 is to
improve student achievement by developing high quality services that enable schools to operate
more efficiently and effectively. In 2011, while speaking with several superintendents in the
area, one of the major themes that emerged was the need for principal development to address
the leadership pipeline needs in their school districts. Through a collaborative conversation with
school district leadership it was agreed that ESC-20 would develop a program to serve the
education community, focusing on five urban districts that expressed a strong interest in such a
program.
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The ESC-20 leadership team organized an advisory committee to discuss the need for a principal
preparation program in the region. The advisory group consisted of superintendents, deputy
superintendents, principals, former principals, university faculty, and ESC-20 staff. The role of
the advisory committee was to provide guidance and expertise, serve as resources to identify best
practices in principal development, identify district needs, and to provide feedback and input
related to the development of the principal preparation program. From this meeting it became
clear there was a need to design a model program that would contribute to the preparation of
assistant and vice principals for the principal position. The Bexar County Principal Readiness
Education Program (Bexar PREP) was launched in the summer of 2013. The vision for the
program was established - "A collaborative approach to addressing the need for highly effective
leaders in urban schools in Bexar County." Additionally, a set of priorities were identified as
follows:
• Read/Connect/Build relationships with the education community
• Instructional Leadership/Instructional Focus
• Capacity Building/Shared Leadership
• Systems - Implementing/Aligning
• Aligning Vision and Practice
Each cohort consists of approximately 50 rising leaders from five large urban districts in south
central Texas. Participants interact with university faculty, superintendents, principals, and
students from across the region to gain a deeper understanding of what it takes to become an
effective urban school principal and increase their own levels of principal self-efficacy.
The Bexar PREP Professional Development was provided over an eight month period of time.
The cohort members participated in a total of 45.5 hours. This included five 7 hour days, one 3.5
hour day, and one 7 hour "Shadow an Urban Principal" day. The professional development was
designed by the Associate Director at ESC-20 and an Associate Superintendent in charge of
professional development. Together, these individuals have over 40 years of experience in
training and facilitating adult learning at the school district, regional, and state levels. To help
place this endeavor in the broader context of what is known regarding principal career transition,
the conversation now turns to a review of the existing literature.
Literature Review
The Principal Pipeline
The role of school administrators, including both principal and assistant principal, has evolved
over the years to conform to the demands for reforms in curriculum, governance, organizational
structures, assessment, and accountability, with the goal of improving school quality for diverse
students (Petrides, Jimes & Karaglani, 2014). Effective school administrators assume multiple
functions including serving as mentors, supervisors, instructional leaders, managers, politicians,
and advocates (The Wallace Foundation, 2013; Gurley, Anast-May, & Lee, 2015; Hallinger &
Murphy, 2012). Junior administrators such as assistant principals (APs), vice principals (VPs),
or deputy head teachers are an important part of the administrative team. However, until recently
these positions have typically been underutilized and are often described as the dumping ground
for undesirable tasks delegated by the principal such as bus duty, lunch duty, supervising
sporting events, and meting out discipline (Petrides et al., 2014).
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It should be noted that assistant principals' experiences can vary markedly from one school to
another depending on the responsibilities the principal is willing to delegate to them (Barnett,
Shoho, & Oleszewski, 2012). Although junior administrators often lack a precise job description,
they perform a number of tasks that are critical to school success (Oleszewski, Shoho, & Barnett,
2012). New principals are often forced to learn on the job because most of their previous
experiences as APs have been found not to be fully compatible with the complex functions of the
principalship (Weller & Weller, 2002). To meet the evolving demands placed on school leaders,
there is an urgent need to refine the assistant principal to principal pipeline.

Bridging the AP-Principal Skill Gap
If school districts are to maintain a pool of effective school leaders, it makes sense to develop a
pipeline of leaders by developing junior administrators. Some school districts have responded to
this need by designing "grow your own" programs which are geared toward preparing APs for
principal positions within the district (Gurley et al., 2015). The most effective of these programs
provide APs with opportunities for mentorship, training (professional development), and support
systems to facilitate acquisition of skills in visionary leadership, teacher coaching, master
scheduling, program development and evaluation, and district operations, policies, and
procedures (Petrides et al., 2014; Daresh, 2001 ). Coaching coupled with meaningful feedback are
useful mechanisms to help new principals acquire desired leadership skills (Goff, Guthrie,
Goldring, & Bickman, 2014). As a form of structured mentorship, Eckman and Kelber (2010)
recommend implementing co-principalship models where leadership is distributed in order for
duties to be shared and learned. Whatever the mentoring model, its success largely depends on
the willingness of the sitting principals to invest in their assistants. Not surprisingly, when
assistant principals perceive they have been mentored by their principals, they report feeling
better prepared for the principalship (Gurley et al., 2015; Retelle, 2010).
There are many areas which have been identified as professional development needs for APs
who aspire to principal positions. These include instructional leadership, community relations,
discipline management, staff and program evaluation, familiarity with legal issues, emergency
management, school facilities and fiscal management (Hallinger & Murphy, 2012; Oliver, 2005).
Unfortunately, most district-based professional development trainings are targeted at teachers or
principals, leaving APs notably underserved (Owen-Fitzgerald, 2010). Given that APs do not
have their own professional associations; principal professional development programs have
become the main source of professional growth for APs (Petrides et al., 2014). For instance, the
National Association of Secondary School Principals (NASSP) contributes significantly in
providing APs professional development programming and resources that connect to
instructional leadership - a critical role of the principal (National Association Secondary School
Principals, 2015).
School leadership preparation programs often focus more upon the principalship than the role of
assistant principal. This is somewhat anachronistic as much as most of the graduates of these
programs begin their administrative careers as APs (Busch, MacNeil, & Baraniuk, 2010).
Additionally, many university leadership programs emphasize theory over practice, leaving on
the job training as the default source of learning opportunity for most assistant principals
(Oleszewski et al., 2012). It should be noted that some preparation programs have begun to
tackle this challenge, utilizing strategies such as course-embedded internships designed for their
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APs to gain real job experience that is aligned with course content and theory (Eller, 2010;
Barnett, Copland, & Shoho, 2009).
As the mandates of the accountability system increase and more expectations are placed on
schools and school districts, the contribution of the AP is imperative. To utilize the APs more
effectively and to simultaneously train them as future principals, their job duties should include
tasks that utilize APs as instructional leaders who positively impact student academic
performance (Petrides et al., 2014; Oleszewski et al., 2012). However, as presented earlier, other
skill sets (e.g., discipline management, staff and program evaluation, emergency management,
fiscal management, and extracurricular supervision) pertinent to the positon of principal need
attention as well.
Principal Self-Efficacy

The job of the principal has evolved to become extensive, complex, and increasingly accountable
to myriad stakeholders including parents, community, district, state, and federal agencies (Abaya
& Normore, 2014). According to Bandura (1977), self-efficacy refers to "people's level of
motivation, affective states, and actions are based more on what they believe than on what is
objectively true" (p. 2). Self-efficacy derives from four sources: performance accomplishments,
vicarious experience, verbal persuasion, and emotional arousal (Bandura, 1978). Bandura (1997)
found that individuals with high levels of self-efficacy are able to carry out administrative tasks
with persistence and motivation. A school leader's self-efficacy can explain principal effort, goal
attainment, and how s/he deals with adversity (Federici & Skaalvik, 2011 ).
School administrators with high levels of self-efficacy display quality supervision of teachers,
persistence in pursuing goals and accomplishing tasks, and are more open and willing to adapt to
change (Flessa, 2012). Therefore, these leaders are better positioned to influence the quality of
teaching and learning by maintaining a positive school climate for both staff and students (Price,
2012; Smith, Guarino, Strom, & Adams, 2006). Principals with high levels of self-efficacy are
often highly engaged with the school community, are satisfied with their jobs, and exhibit low
bum out, all of which are critical attributes for the demanding job of the principal (Federici,
2012; Federici & Skaalvik, 2011 ;Tschannen-Moran & Gareis, 2004).
By contrast, principals with low levels of self-efficacy tend to utilize their position forcefully to
elicit desired actions from the faculty and staff (Fisher, 2011 ). These administrators struggle to
identify appropriate strategies to create change and are often unwilling to explore new strategies
if their current one is unsuccessful (Fisher, 2011; Tschannen-Moran & Gareis, 2004). Leaders
with low self-efficacy are inclined to blame others for their failures as they are unable to see
opportunities for growth, experience high burnout, are exhausted due to constant failures, have
negative attitudes, do not engage in interpersonal or intrapersonal relationships, and are unable to
show empathy to the school community (Friedman 2002; Skaalvik & Skaalvik, 2010). School
district officials are in need of principals who believe they can meet challenges (Federici &
Skaalvik, 2011 ).
Principal as School Manager

Principals are often expected to conduct business as educational leaders as well as managers
(Flessa, 2012). However, with the introduction of accountability for student achievement, the
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principal's role has shifted in emphasis from management to instructional leadership, focusing
on teaching and instruction (Hallinger & Murphy, 2012). The literature indicates that principals
often delegate the day-to-day management function of the school to the assistant principal
(Petrides et al., 2014; Muijs & Harris, 2003). Great principals are generally effective both as
managers and as instructional leaders (Hallinger & Murphy, 2012). As the school manager, the
principal is charged with utilizing material and human resources within the school in an effective
and efficient manner (Flessa, 2012). In an era of limited resources, principals are forced to be
shrewd in the way they appropriate school resources. The managerial role of the principal job
draws from business knowledge of running organizations or institutions (Flessa, 2012; Machin,
2014). Part of effective management of personnel requires principals to positively interact with
teachers to improve the school climate and shape the school culture, set high expectations for
teachers and students and provide the necessary support, be a talented and knowledgeable
educational leader, model desired behaviors, and offer professional development opportunities to
teachers while simultaneously adhering to district, state, and federal policies and procedures
(Price, 2012). Principals who choose to approach their school leadership position from a strictly
managerial perspective are not as likely to be successful in current public school settings as they
would have been in previous generations (Flessa, 2012). Principals have to understand that their
role of school manager is now coupled with an expectation of the principal as the campus'
instructional leader. These two roles should be complimentary (Black, 2005).
Principal as Instructional Leader
Instructional leadership has evolved to epitomize the expectation of the principalship, which
requires a leader with a strong purpose and commitment to student learning. Research suggests
that school leadership is second only to classroom instruction (i.e., teachers) in terms of school
related factors that influence student learning and outcomes (Hallinger & Murphy, 2012; Petrides
et al., 2014; Leithwood, Harris, & Hopkins, 2008). As instructional leaders, principals have to set
high expectations for teachers and students alike, support and supervise teachers, and emphasize
effective instruction and rigorous curriculum to ensure all students succeed academically
(Gurley, Anast-May, O'Neal, Lee & Shores, 2015; Busch et al., 2010; Kwan, 2009). Principals
can utilize "research-based strategies to improve teaching and learning and initiate discussions
about instructional approaches, both in teams and with individual teachers. They [can] pursue
these strategies despite the preference of many teachers to be left alone" (The Wallace
Foundation, 2012, p. 11). Moreover, Gurley et al. (2015) suggest that principals need to take the
initiative to visit classrooms more often to observe and evaluate classroom instruction. Spiro
(2013) believes that effective schools have established classroom visits (observations) which are
frequent, short, spontaneous, and quickly followed up with feedback. When all these leadership
efforts culminate in a change in instructional practices then student learning and achievement is
significantly impacted (Petrides et al., 2014; Leithwood et al., 2008).
Many successful schools share a common thread of instructional leaders who place laser-like
focus on quality instruction coupled with knowledge about the curriculum, motivating teachers,
using data to drive curriculum choices, and developing programs centered on student educational
needs (Cross & Rice, 2000; Flessa, 2012; Mendels, 2012; Petrides et al., 2014). These leaders are
able to effectively communicate and rally personnel commitment to the vision of the school.
Instructional leaders with prior classroom experience are more likely to understand teachers'
challenges and most importantly they can provide input on effective teaching strategies (Mestry,
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2013). Findings from a questionnaire and personal interviews with eight principals established
that principals who focused on instruction matters had much success in leading schools and
attaining high student achievement (Mestry, 2013).
Becoming an instructional leader is a challenging task. As other administrative duties take
precedence, many principals find themselves with limited time to fully engage with the
instructional agenda of the campus. Other principals do not quite comprehend the centrality of
the instructional leader (Leo, 2015). Despite these challenges, the benefits demonstrate how
important it is for principals to take on this role. Effective instructional leaders can coalesce
stakeholders around the instructional agenda thus developing social capital that supports the
school (Abaya & Normore, 2014). Also, instructional leaders develop academic capital by
prioritizing teaching and learning when establishing school policies and procedures. Finally,
instructional leaders create intellectual and professional capital by working with teachers and
students to improve learning outcomes (Gurley, Anast-May, O'Neal, Lee, & Shores, 2015;
Hallinger & Murphy, 2012).
Principal as Moral Leader
The principal plays a significant role in shaping the future outcomes of students. In executing
their daily duties, school leaders are forced to sometimes make decisions based on value
judgment or moral convictions (Ehrich, Harris, Klenowski, Smeed, & Spina, 2014; Pardini,
2004). Shapiro and Stefkovich (2010) provide a framework consisting of the ethic of justice,
critique, care, and the profession. The principal as a moral leader must create a culture within
the school that communicates values in a way that is authentic. Additionally, principals must be
mindful of the implications their decisions will have on students, families, and the community.
A clear definition of moral and ethical leadership in the field of educational administration
remains quite elusive, in part, due to the controversial nature of the concept itself, however
values of inclusion, collaboration, and social justice are intertwined in the frameworks
established on ethical and moral leadership (Ehrich et al., 2014). The Council for the
Accreditation of Educator Preparation (CAEP) provides moral competency guidelines for
leadership administrative programs which emphasize the expectation that educational leaders act
with integrity, fairness, and ethics (Pijanowski, 2007). Additionally there are a variety of
context-based definitions of moral leadership which include establishing a clear vision for
campus success, demonstrating respect for all persons, having high expectations, empowering
and supporting educators, and providing a sense of belonging for all stakeholders (Abaya &
Normore, 2014).

Unfortunately, there are many examples of moral and ethical improprieties among the top ranks
of educational leaders, such as nepotism, embezzlement, and sexual scandals. As a result, the
American Association of School Administrators (2014) outlined specific codes of ethics for
school administration to follow. Many leadership training programs now emphasize ethical
standards and embed moral leadership topics within their training programs (Ehrich et al., 2014;
Holster, 2004). Encouragingly, the increased attention to moral and ethical topics in educational
leadership programs is supported by research that has established moral leadership as an
important characteristic of high performing schools, particularly those situated in high poverty
environments (Price, 2012; Full an, 2003 ).
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Methodology
Sample
The sample for the study consisted of two groups: assistant principals participating in Bexar
PREP, and assistant principals not participating in Bexar PREP. The Bexar PREP participants
were nominated for participation in this professional development by their school principal
and/or central office administration within participating school districts in south Texas. These
individuals serve as the experimental group in this study. The control group was also made up of
assistant principals within the same region of south Texas. These individuals completed the pre
and post-test surveys but did not participate in Bexar PREP. Surveys were distributed to a total
of I 00 junior level administrators. Of these, 76 individuals completed both the pre- and postsurveys. 41 of these individuals participated in Bexar PREP and 35 individuals did not
participate in Bexar PREP. At the inception of the study, all 76 of these individuals were serving
as junior level school administrators, which is to say they were not yet school principals.

Data Collection
Data were disseminated at the beginning and end of the 2014-2015 school year. Surveys were
collected from Bexar PREP participants at the beginning of the first regularly scheduled
professional development meeting and once again at the end of the last regularly scheduled
professional development meeting. A trained researcher administered the pencil and paper
survey. Surveys were distributed and collected from non-Bexar PREP participants
electronically. These surveys were distributed and collected in the same time-frame as for those
in the experimental group, with the first survey being sent out in September, 2014, and the
second survey being distributed in May, 2015. The same assessment was used for both the pretest and the post-test for both groups.

Instrumentation
The Principal Sense of Efficacy Scale was selected for use in this study due to its proven
reliability and factor structure (Tschannen-Moran & Gareis, 2004). The Principal Sense of
Efficacy Scale is a three factor instrument which measures the following three factors: principal
self-efficacy in regard to management; principal self-efficacy regarding instructional leadership;
and principal self-efficacy for moral leadership. This is a nine point Likert scale with responses
ranging from 1=none at all to 9 = a great deal. There are 6 survey items for each factor for a total
of 18 items.
Principal Efficacy - Management: The degree to which administrators believe in their capability
to make a difference in the management of the schools they lead.
Sample items from factor 1 include:
• To what extent can you handle the time demands of the job?
• To what extent can you handle the paperwork demands of the job? and
• To what extent can you shape the operational policies and procedures that are
necessary to manage your school?
Principal Efficacy - Instructional leadership: The degree to which administrators believe in their
capability to make a difference in the instruction of the schools they lead.
Sample items from factor 2 include:
• To what extent can you create a positive learning environment in your school?
• To what extent can you motivate teachers? and
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• To what extent can you facilitate student learning in your school?
Principal Efficacy - Moral leadership: The degree to which administrators believe in their
capability to provide moral leadership to the schools they lead.
Sample items from factor 3 include:
• To what extent can you promote acceptable behavior among students?
• To what extent can you promote the prevailing values of your community in your
school? and
• To what extent can you promote ethical behavior among school personnel?
Research Questions
RQ I: What is the impact of participation in Bexar PREP on aspiring principal management selfefficacy?
RQ2: What is the impact of participation in Bexar PREP on aspiring principal instructional
leadership self-efficacy?
RQ3: What is the impact of participation in Bexar PREP on aspiring principal moral leadership
self-efficacy?
Procedures
To test the research questions, the following procedures were followed: A pre-test/post-test
design was selected to measure the difference between a control and an experimental group of
aspiring principals. The Principal Sense of Efficacy Scale created by Tschannen-Moran and
Gareis (2004) was selected as the evaluation instrument because of its focus on self-perception of
school leaders, and because the three factors within this scale have a direct conceptual link with
the instructional focus of Bexar PREP which were designed to prepare school leaders for a
successful transition into the role of school principal.

Institutional Review Board approval was obtained to ensure adequate protections of human
subjects were in place. Confidentiality of respondents was assured and all tests were deidentified and coded so as to ensure anonymity. In the Fall semester of 2014, the Principal Sense
of Efficacy Scale was administered as a pre-test to a group of individuals currently serving as
assistant principals, vice principals, or academic deans. Nine months later, in the Spring
semester of 2015, the Principal Sense of Efficacy Scale was administered as a post-test to the
same group of school administrators. This group received no targeted intervention.
Simultaneously, in the Fall semester of 2014, the Principal Sense of Efficacy Scale was
administered as a pre-test to a group of assistant principals, vice principals, and academic deans
who were enrolled in the Bexar County Principal Readiness Education Program (Bexar PREP).
Bexar PREP participants received six days of professional development. Each session was
designed to provide participants an opportunity to hear multiple perspectives on topics that were
identified as priorities through the advisory committee. These included the perspectives of peers,
students, teachers, principals, district leaders, superintendents, and faculty from institutes of
higher education. Below is an overview of the topics that were covered during Bexar PREP:
• Day I : Leadership Framework and Overview: The morning session includes an overview
of Bexar PREP, review of a leadership case study, Education Philosophy, Leadership
Models/Styles, Overview of Books/Resources, Leadership Framework,
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•

•

•

•

•

Vision/Mission/Beliefs, and change. Additionally, participants meet the other cohort
members and begin to build their new professional learning community.
Day 2: Creating Cultural Responsiveness: Cultural responsiveness is a critical concept for
leaders and is essential in urban schools. This session includes multiple perspectives in
defining this concept including the use of case studies. The afternoon session begins with
a student panel consisting of high school age students from across the San Antonio area.
The afternoon session concludes with more learning and reflection related to the
application of cultural responsiveness at the campus level.
Day 3: Addressing the Unique Needs of Urban Students- Effective Practices: This session
focuses on effective practices in urban schools. In the morning PREP participant have an
opportunity to visit an urban high school or middle school in the San Antonio area. The
campus visit includes a welcome and overview by the campus principal and leadership
team, a campus tour, classroom visits, and opportunities to talk with teachers and
students. The afternoon session includes a debrief of the morning visits with a focus on
lessons learned and best practices that were observed.
Day 4: Perspectives on Urban Leadership and Alignment and Data: The morning includes
panel discussions with San Antonio area practitioners. These discussions include area
superintendents, campus principals, and College of Education faculty from San Antonio
area Universities. Discussions focus on the unique attributes of effective urban leaders.
The afternoon session focuses on the use of data with an emphasis on the unique role of
nominal data, teaching data, and learning data. The afternoon session also includes an
overview of the effective use of action research.
Day 5: Transforming School Culture: The morning is spent conducting campus level
Alignment Walks to analyze alignment of instructional practices, district scope and
sequence, and alignment among and between PREP participants. This session includes an
overview of the Alignment Walk process along with actual classroom walkthroughs and
focused debriefs. The focus on the afternoon session is school culture. We visit a local
urban high school and experience the school culture first hand. The visit includes a
school tour and a visit with a number of students who have experienced the shift in
culture first hand. We explore the concept of school culture in theory and explore
successful practices related to the intentional development of school culture.
Day 6: Forwarding the Action and Celebration: This session provides a venue for the
application of many of the concepts and learning that took place over the course of the
year. The participants engage in Shadow Principal debrief and discussion. Additionally,
they spend time discussing various Leadership Frameworks, professional portfolios, and
the interview process. The participant's superintendents, principals and other district
leaders are encouraged to attend the morning reception and celebration.

Additionally, each PREP participant was provided an opportunity to spend a full day with an
effective urban leader. During this "Shadow on Urban Principal" day a series of questions and
concepts were discussed which included topics related to instructional systems, instructional
leadership, academic success for all, and school culture. These responses were later analyzed
and trend data were explored in the pursuit of the identification of best practices in urban school
leadership.
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The identification of effective urban leaders was accomplished through dialogue and
consultation with the senior level leaders in the participating organizations. This included a
review of the priority concepts for Bexar PREP. Additionally, there was discussion around the
unique skillset that is required to lead schools in urban areas. Each leader would need to be able
to engage in conversation with their assigned cohort member around their specific leadership
approaches that ultimately contributed to their success as an urban leader. The following
questions were shared to better infonn decisions related to the identification of these effective
urban leaders. These are the same questions that the Bexar PREP participants would ask of the
urban leaders on the shadow visit days.
• What instructional systems do you have in place? How? When? Where? Please share
examples and any relevant artifacts or resources.
• With the many responsibilities involved with the principalship, how do you ensure that
instructional leadership is a priority?
• When you became a principal of this school, what were some of the first steps you took
to improve academic success for all students?
• When you became a principal of this school, how did you assess the school culture and
what did you do to strengthen the school culture around teaching and learning?
Upon completion of the Bexar PREP program, in the Spring semester of 2015, the Principal
Sense of Efficacy Scale was administered as a post-test to this same group of school
administrators.

Results
A total of one hundred surveys were distributed. Ten individuals elected not to participate in the
study. Twelve individuals completed only the pre-test and two respondents completed only the
post-test, however due to the pre-test/post-test nature of this study, these respondents were
excluded from analysis. That left a total of seventy-six individuals who completed both the preand post- assessments of the Principal Sense of Efficacy Scale. Forty-one of these individuals
participated in Bexar PREP (experimental group) and thirty-five individuals did not participate in
Bexar PREP (control group). Table 1 presents descriptive infonnation regarding the survey
responses for both the control and experimental groups.
Data from the Principal Sense of Efficacy Scale were then analyzed using ANalysis of COVAriance (ANCOVA) techniques. ANCOVA analysis is uniquely well suited to analyze the
variance between experimental and control groups (Cohen, 2013). The results of these analyses
revealed statistically significant differences between control and experimental groups for each of
the three factors of principal self-efficacy (See Tables 2-4). The three factors were principal
efficacy in regard to management, instructional leadership, and moral leadership. The results of
each of the three ANCOVAs are presented in turn.
In regard to respondents' beliefs in their management self-efficacy, the management factor of the
post-test served as the dependent variable, the management factor of the pre-test served as the
covariate, and the fixed factor was group (control versus experimental). The results of this
analysis revealed a significant difference between the control and experimental groups (F (1, 74)
= 7.178; p < .OJ), indicating that those participants who received the intervention experienced a
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statistically significant gain in their post-test management self-efficacy score as compared to
students in the control group who did not receive the intervention. The partial Eta squared =
.090, which means that participation in Bexar PREP accounted for 9% of the change in
management self-efficacy beliefs (See Table 2).
Table I
Descriptive Statistics
Group

Number
of
Respondents

Sub-Scale

Mean

Standard
Deviation

Mini
mum

Maxim
um

Control Group

35

6.38

1.43

2.67

8.5

Control Group

35

6.54

1.36

2.83

8.67

Control Group
Control Group
Control Group
Control Group

35
35
35
35

6.71
6.48
6.78
6.81

1.02
0.98
l.10
1.62

4.67
3.83
4.50
3.00

8.83
8.17
8.83
8.71

Experimental Group
Experimental Group

41
41

7.05
7.59

1.08
1.15

4.67
2.83

8.83
9.00

Experimental Group
Experimental Group

41
41

7.03
7.45

0.92
0.91

4.83
4.50

8.83
8.83

Experimental Group
Experimental Group

41
41

Management
Pre-test
Management
Post-test
Instructional Leadership Pre-test
Instructional Leadership Post-test
Moral Leadership Pre-test
Moral Leadership
Post-test
Management Pre-test
Management
Post-test
Instructional Leadership Pre-test
Instructional Leadership
Post-test
Moral Leadership Pre-test
Moral Leadership
Post-test

6.90
7.56

1.11
1.04

4.00
3.83

8.67
9.00

Table 2
ANCOVA Results/or Principal Self Efficacy: Management

Subhead

Sum of
Squares

Degrees of
Freedom

F

Significance

Partial Eta
Squared

Management
pre-test
Group
Error
Total
Corrected
Total

37.072

1

34.501

.000

.321

7.713
78.440
3972.875
136.033

1
73
76
75

7.178

.009

.090

Note: Dependent variable: Management post-test; Covariate: Management pre-test; Fixed Factor: Group (Control
versus Experimental)

To test whether there was a significant difference in respondents' instructional leadership selfefficacy beliefs, a second ANCOVA model was run. For this analysis, the instructional
leadership factor of the post-test served as the dependent variable, the instructional leadership
factor of the pre-test served as the covariate, and the fixed factor was group. The results of this
analysis revealed a significant difference between the control and experimental groups (F (I, 74)
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= 22.211; p < .OJ), indicating that those students who received the intervention experienced a
statistically significant gain in their post-test instructional leadership self-efficacy score as
compared to students in the control group who did not receive the intervention. The partial Eta
squared for this ANCOV A was .233, meaning participation in Bexar PREP accounted for 23% of
the change in instructional leadership self-efficacy beliefs (See Table 3).
Table 3
ANCOVA Results for Principal Self Efficacy: Instructional Leadership
Partial Eta
Subhead
Sum of
Degrees of
F
Significance
Squared
Squares
Freedom
30.410
1
62.949
.000
.463
Instructional
Leadership
pre-test
22.211
.000
.233
I
10.730
Group
35.266
73
Error
76
3811.201
Total
83.701
75
Corrected
Total
Note: Dependent variable: Instructional Leadership post-test; Covariate: Instructional Leadership pre-test; Fixed
Factor: Group (Control versus Experimental)

Finally, to examine whether there was a significant difference in moral leadership self-efficacy
between Bexar PREP and non-Bexar PREP participants, an ANCOV A model was run in which
the dependent variable was moral leadership factor of the post-test, the covariate was the moral
leadership pre-test, and the fixed factor was group. Once again, the results of this analysis
revealed a significant difference between the control and experimental groups (F (1, 74) = 5.654;
p < . 05), indicating that those students who received the intervention experienced a statistically
significant gain in their post-test moral leadership self-efficacy score as compared to students in
the control group who did not receive the intervention. The partial Eta squared = .072, meaning
participation in Bexar PREP accounted for 7% of the change in moral leadership self-efficacy
beliefs (See Table 4).
Table4
ANCOVA Results/or Principal SelfEfficacy: Moral Leadership
Partial Eta
Significance
F
Subhead
Sum of
Degrees of
Squared
Squares
Freedom
.115
.003
9.462
15.200
I
Moral
Leadership
pre-test
.072
.020
5.654
9.082
1
Group
73
117.266
Error
76
4099.056
Total
142.879
75
Corrected
Total
Note: Dependent variable: Moral Leadership post-test; Covariate: Moral Leadership pre-test; Fixed Factor: Group
(Control versus Experimental)
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Discussion
It is perhaps not surprising that after participating in a program designed to improve principal
readiness, participants' level of principal self-efficacy beliefs rose. This result is consistent with
Bandura's (1978) assertion that vicarious experience and verbal persuasion can improve selfefficacy. What is particularly interesting is the effect size for each ANCOV A. Participation in
Bexar PREP accounted for 9% of the management post-test score. While not insignificant, this
is a relatively small growth trajectory as compared with instructional leadership. One
explanation for why this may be the case is that assistant principals often have managerial tasks
assigned to them in their roles as junior administrators (Petrides et al., 2014). The stereotype that
entry level school administrators are responsible for textbooks, transportation, and student
discipline, is an apt reminder of some of the managerial components commonly associated with
the role of assistant principal. To be sure, the management responsibilities are broader at the
principal level, but this is one area in which the typical duties of an assistant principal may give
these individuals confidence that they know how to be building managers.
Instructional leadership appears to be quite a different story. For the participants in this study,
this was the largest growth trajectory, with participation in Bexar PREP accounting for 23% of
the growth in instructional leadership self-efficacy scores. This growth reflects positively on the
instructional leadership development provided within the Bexar PREP program, since
Curriculum and Instruction Systems are emphasized throughout Bexar PREP. The response from
participants to these modules is very favorable and it is evident from existing literature,
participants, and partnering school districts that this is an area of great interest and need
(Hallinger & Murphy, 2012). The statistical results for this factor found within this study may
also be a reflection of the typical job duties of assistant principals. If assistant principals are
generally viewed as building managers rather than instructional leaders, then the gap between
their current job duties and the role they will be expected to fill as principal may be widest in this
area. The implications of this gap are important. First, it validates the need for programs such as
Bexar PREP to help bridge this gap in preparing principals to serve as campus instructional
leaders. Second, it points to a systemic question of how current school principals and district
level administrators are preparing (or failing to prepare) junior level administrators as future
principals. While utilizing one's assistants to carry out managerial tasks may be an expeditious
division oflabor in the short term, it is a less than favorable model for building leadership
capacity (Eckman & Kelber, 2010).
Analyzing the moral leadership results presents an interesting question. Of the three components
of principal self-efficacy measured in this study, this produced the smallest effect size. In fact,
participation in Bexar PREP accounted for only 7% of the moral leadership post-test scores.
Once again, this is not insignificant, and it should be noted that some growth is better than no
growth. But why is growth smallest in this area? Perhaps it is because changing individuals'
moral sensibilities is a long-term process. Perhaps it is because university preparation programs
are doing a good job at instilling high levels of moral leadership sensibilities in their graduates.
Alternately, it is possible that moral leadership sensibilities are more a reflection of societal
norms or individual beliefs. Or perhaps these results demonstrate that for the participants in this
study, moral leadership is deeply ingrained by the time individuals reach this point in their
career.
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Implications

The results of this study have implications for faculty within principal preparation programs, for
school and district leaders, and for current assistant principals. To begin with, university faculty
may be well served to consider the preparation they are providing to their program participants
during their course of study. Questions for consideration might include: to what extent are
management, instructional leadership, and moral leadership taught within the program? Is the
program well balanced in these areas, or is there a need for enhancement in any of these areas?
Separately, there is an interesting question about what role universities can play in helping their
program graduates beyond graduation. What is your program doing to support your leadership
graduates beyond graduation? If, as this study and others suggest (e.g., Barnett et al., 2012;
Oleszewski et al., 2012; Weller & Weller, 2002), there is a need for helping individuals
transition into the role of principal, can universities assist in this process? This assistance could
be targeted specifically at program graduates, or it could be offered to school district
administrators regardless of whether or not these individuals graduated from a specific program.
Universities may wish to consider the potential utility of partnering with multiple education
agencies such as school districts and regional education service centers to provide principal
readiness training.
The results of this study also have potential implications for school and district leaders. As noted
in the discussion section above, assistant principals may be receiving better on the job training as
building managers than as instructional leaders. If this is in fact the case, that raises some
serious concerns about leadership pipelines for school districts. This may be particularly true for
urban schools that rely heavily on a grow your own model of leadership promotion. It may be
difficult for new principals to take on the mantle of campus instructional leader if this was not
part of their previous experiences.
Finally, there are implications for current junior level school administrators who aspire to the
role of principal. Given the realities noted above, it may be beneficial for aspiring principals to
know how to advocate for one's own professional development needs. This may mean taking a
proactive approach in seeking out opportunities to become increasingly involved in instructional
leadership activities. This could be as simple as scheduling increased time to be in classrooms
and becoming more involved in instructional conversations with teachers (Gurley et al., 2015).
Doubtless, assistant principals who are reading this are asking where that additional time will
come from. It is for this reason that it is vital for these individuals to speak with their current
principal about their goals. Having conversations with principals, district leadership, regional
service centers, and university faculty may benefit aspiring principals.
Limitations

Principal transition programs are not the only way to improve principal readiness. There are in
fact many potential ways to improve the principal leadership pipeline. This study is limited both
in its intent and its results to an examination of the impact of targeted interventions designed to
improve participant perception of self-efficacy among aspiring school leaders. Other limitations
of this study include its sample size and limited geographic range. Further research may well be
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warranted across a wider geographic area and with a larger group of participants to further
validate the usefulness of the interventions presented in this study.

Conclusion
Bexar PREP was created in response to a need identified by local area superintendent to better
prepare individuals to step into the role of urban school principal. This research was conducted
to measure the degree to which this program succeeded in improving levels of participant selfefficacy in regard to management, instructional leadership, and moral leadership. The results of
this study indicate that those individuals who participated in the Bexar County principal
readiness education program demonstrated statistically significant gains in all three measured
factors of principal self-efficacy. In particular, participation in the principal readiness program
demonstrated a strong effect on instructional leadership self-efficacy. Clearly, there are
challenges faced by individuals as they transition into the role of urban school principal. This
study demonstrates that professional development created in collaboration between regional
education centers, local school districts, and university faculty are one useful way to help prepare
individuals to transition into the role of urban school principal.
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Introduction
Despite information and research being available in the area of tort liability, including relevant
topics in public school law, there are limited resources on the topic for school transportation
litigation. The question arises with the motor driven vehicle exception of sovereign immunity
and how this may pertain to litigation involving school bus services.
Section 101.051 of the Texas Tort Claims Act only waives governmental immunity against
school districts and junior college districts for negligence claims arising out of the operation of
motor vehicles (Civil Practice and Remedies Code §101.051, 1985). Walsh et al. (2014) further
identified school districts as being shielded by Texas law from tort liability unless motor vehicles
are involved. The elements of a Tort Claims Act claim under the motor vehicle exception are:
(a) property damage, personal injury or death; (b) proximately caused by; (c) the wrongful acts
or omissions or the negligence of an employee by the governmental entity; and (d) acting within
the scope of his or her employment; if (a) the property damage, personal injury or death arises
from the operation or use of a motor driven vehicle or motor driven equipment; and (b) the
employee would be personally liable to the claimant under Texas law (Texas Civil Practice and
Remedies Code).
Public education officials may have limited education, training, and knowledge in the area of
pupil transportation, especially in the legality and interpretation of the Texas Tort Claims Act,
the Texas Civil Remedies and Practice Code, and sovereign immunity. Clarity of the
aforementioned is necessary for school district administrators and pupil transportation officials to
be able to answer the simple question, "When am I, or the school, liable?" Further, an
underlying concern in the public school environment is the perpetual apprehension and anxiety
that the actions of a public school employee may result in a lawsuit. It has been commonly
accepted that school liability cases have increased over the past years, specifically in the areas of
i
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tort liability (Dragan, 2010). Additionally, school employees may be confused and unaware how
tort liability, negligence, and sovereign immunity interact. These areas are seldom addressed to
the extent necessary for an administrator to be fluent in knowledge and preparedness when faced
with tort liability claims. Thus, administrators are at risk for not being prepared to handle
litigation appropriately.

Methods
The primary purpose of this qualitative case study was to investigate the Texas Tort Claims Act
as presented in the Texas Civil Practice and Remedies Code and sovereign immunity and how it
relates to Texas public school district transportation services. The focus of this research was to
determine possible liability for public schools for incidents that occur beyond vehicular accidents
(crashes). This includes incidents at a school bus stop, walking to or from the school bus stop,
and student incidents on the bus not directly resulting from a vehicular collision, which may
result in physical or mental injury to the claimant while on the school bus.
This research consisted of a legal analysis of multiple civil litigation cases in an overall case
study reviewing sovereign immunity and the Texas Tort Claims Act and how it related to pupil
transportation services in Texas. According to Zucker (2009), the researcher's actions in a case
study include "recording, constructing and presenting, and producing a chronicle, a profile of
facts" (p. 4). Creswell (2013) identified several defining characteristics in qualitative case
studies. These include:
• Case study research begins with the identification of a specific case
• The intent of conducting the case study is important
• A hallmark of a good case study is the presentation of an in-depth understanding of the
case
• The selection of how to approach the analysis of the data in a case study will vary
• Essential to understanding analysis is that good case study research involves a description
of the case
• The themes or issues may be organized into a chronology by the researcher, analyzed
across cases for similarities and differences among the cases, or presented as a theoretical
model
• Case studies often conclude with general lessons learned from studying the case (p. 9899).
Additionally, the researcher is interpreting, synthesizing and clarifying, and producing a history,
meanings, and understandings. Overall, case studies may be "exploratory, descriptive,
interpretive and explanatory" (Zucker, p. 4, 2009). In summary, the legal analysis in this case
study of the selected court cases served to provide clarity and a definitive answer to the central
research question and the sub-research questions.
The method of procedure for this research was based on the following central research question:
when is a school district and/or school employee liable for tort litigation in pupil transportationrelated incidents?
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Key Court Cases
The all-encompassing question of this research is simple: When is a school district liable for
incidents involving student transportation? The classic lawyer answer is still "it depends."
Although there have been numerous cases represented in this study and a substantial amount of
legal data and analysis, one must still answer this question. The process to determine the answer
to this central research question and the sub-research questions should be short, simple, and
encompassing. However, one must be mindful that new cases or revised legislation may provide
new interpretations to the law and, therefore, invalidate the information presently provided in
this study.
This first question of this study sets forth to clarify how the Texas Tort Claims Act under the
Texas Civil Practice and Remedies Code directly affects pupil transportation services for Texas
public school districts. Undoubtedly, the 13 cases presented and analyzed in this research have
proven that the Texas Tort Claims Act and sovereign immunity directly affect Texas public
school districts, pupil transportation departments, and professional employees. The foundation
case of this study, Barr v. Bernhard ( 1978) clarified in the Texas Supreme Court ruling, stating
that "the law is well settled in this state that an independent school district is an agency of the
state and, while exercising governmental functions, is not answerable for its negligence in a suit
sounding in tort" (Walsh et al., 2014, p. 379). The subsequent 13 cases analyzed in this research
involving pupil transportation serviced in Texas referenced Barr as the first case involving tort
liability with a school district. For the purposes of this article, the cases that will be closely
analyzed are Barr v. Bernhard ( 1978), Hitchcock v. Garvin ( 1987), and Contreras v. Lufkin
Independent School District (1991), the latter two where sovereign immunity was waived by the
school district.

Barr v. Bernhard, 562 S.W.2d 844 (1978)
It is important to first note the 1978 Texas Supreme Court Case Barr v. Bernhard. The
interpretation of the Texas Torts Claims Act and sovereign immunity was made clear in this
Texas Supreme Court case. Although Barr did not involve a school bus or any transportationrelated incidents, it is important to include this case as it serves as the basis for the rulings of the
subsequent court cases. In Barr, it was referenced that the Texas Tort Claims Act was enacted in
1970 and that Section 3 of the Act provided a waiver of governmental immunity for injuries
arising out of the conditions or use of property, premises defects, and the use of publicly-owned
motor vehicles (Barr v. Bernhard, 1978). However, the Texas Legislature provided a more
limited waiver of governmental immunity. In accordance with Section 19A of the Texas Tort
Claims Act, a school district's liability is "limited to causes of action arising from the use of
motor vehicles" (Barr v. Bernhard, 1978, p. 3). Importantly, it was also affirmed in Barr that an
independent school district is an agency of the state and not answerable for its negligence when
exercising governmental functions.
In this case, a student was working with his calf at the school's agricultural barn. The student
was present after regular school hours, thus being unsupervised and with no school personnel on
site. As the student was working with the calf, the calf struck a metal support pole for the roof.
As the pole gave way, the roof collapsed, trapping the student underneath the structure, causing
severe injuries (Barr v. Bernhard, 1978). Bernard brought suit against the Kerrville Independent
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School District and a number of individual employees alleging that they were negligent in
several aspects: (a) by failing to properly inspect the facility; (b) by failing to maintain or
supervise the facility; and (c) by allowing the facility to be used while in a condition of disrepair
(Barr v. Bernhard, 1978). The San Antonio Court of Appeals affirmed the holding of the trial
court regarding Kerrville Independent School District but reversed the judgment granting the
individual defendants' motion for summary judgment, for which the individual defendants
appealed.
The question arose as to whether the Kerrville Independent School District was liable for the
damages due to the alleged negligent supervision of the student and the failure to properly
maintain and supervise the facility. Bernhard sought to avoid the preclusive effect of Section
19A of the Texas Tort Claims Act on his cause of action against Kerrville ISO by arguing that
the court should abolish the provisions established in Section 19A and that the school district
waived immunity when they acquired liability insurance. The Texas Supreme Court held that the
school district was immune under the doctrine of governmental immunity. Further, the Court
determined that any matter to be addressed regarding the abolishment of Section 19A is to be left
to the Texas Legislature.
The Court held that the statute referencing the personal liability of a professional school
employee means that "a professional school employee is not personally liable for acts done
within scope of employment, and which involve exercise of judgment and discretion, except in
circumstances where, in disciplining a student, the employee uses excessive force or his
negligence results in bodily injury to the student" (Barr v. Bernhard, 1978, p, I). Thus, the
Texas Supreme Court held in this case that the trial court was correct in their ruling granting the
motion for summary judgment for the individual defendants.
Hitcl,cock v. Garvin, 738 S.W.2d (1987)
In Hitchcock v. Garvin (1987), the Texas Court of Appeals in Dallas heard a case involving a
student injury while crossing a street after disembarking a school bus. The minor appellant,
Emily Christine Hitchcock, sustained injuries after she was released from the school bus
operated by Lloyd Dean Morris and owned by the Plano Independent School District.
Immediately after Hitchcock was discharged from the bus, and as she was crossing the street, a
motor vehicle driven by Rex Martin Garvin struck Hitchcock. The Hitchcocks sued both the
school district and the driver who struck their child. The Hitchcocks allege that "a fact issue
exists as to whether the bus driver Morris properly activated the flashers on the bus to indicate
that the school bus was slowing, then stopping and discharging school children, thus constituting
an act falling within the motor vehicle exception to governmental immunity" (Hitchcock v.
Garvin, 1987, p. 2). This was filed in lieu of negligent supervision, which would fall under the
immunity clause in the Tort Claims Act. The court of appeals agreed with the claim made by
Hitchcock.
The issue that arose in Hitchcock was if the school district waived sovereign immunity by not
activating the red warning lights on the school bus when students were exiting, did this fall
within the definition of operation and use as outlined in the Texas Tort Claims Act? The court
determined that the failure to activate the red warning lights on the school bus when students are
exiting constitutes an act or omission arising from the operation or use of a motor driven vehicle
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within the definition of the motor vehicle exception in the Texas Tort Claims Act. The court
agreed that the failure to activate the red warning flashers of a school bus constituted an act of
omission arising from the operation or use of a motor vehicle within the meaning of the Tort
Claims Act exception
The appeal from Thomas R. Hitchcock and Emily Christine Hitchcock brought forth two points
of error from the trial court:
( 1) The trial court erred in granting summary judgment in favor of Plano ISO and Morris and
in failing to grant the Hitchcocks' motion for new trial because there existed genuine
material fact issues; and
(2) The trial court erred in granting summary judgment in favor of Plano ISO and Morris and
in failing to grant the Hitchcocks' motion for new trial because the Hitchcocks' claims
are not barred by the doctrine of governmental immunity as a matter of law since the
claims arose out of the use and operation of a motor vehicle. (Hitchcock v. Garvin, 1987,
pp. 1-2).
The Court of Appeals explained in their summary that the Hitchcocks included and attached to
their response to Plano ISD's motion for summary judgment excerpts from the instruction
manual for school bus drivers used by Plano ISO. The excerpts from the Program Handbook
and Instruction Guide: Texas School Bus Driving Training Course included the "instruction that
unloading students living either on the right side or left side of the roadway, the driver must
'activate alternating flasher warning lights at least 500 feet from bus stop"' (Hitchcock v. Garvin,
1987, pp. 2-3). Additionally, the Hitchcocks filed their second amended original petition at the
same time the response to the motion for summary judgment was filed, asserting that Plano ISO
was negligent in its operation and use of a motor vehicle by "failing to operate school bus in
compliance with traffic regulations of the State of Texas pertaining to the use of flashers when
discharging children," and "failing to operate and use warning signals in a timely fashion to
indicate to oncoming traffic that school bus was coming to a stop or had stopped" (Hitchcock v.
Garvin, 1987, p. 3). Finally, Garvin included in the supplemental transcript his responses to the
Hitchcocks' interrogatories and requests for admissions, which included his statement that "there
were no flashing lights of any kind illuminated on the bus when the accident occurred"
(Hitchcock v. Garvin, 1987, p. 3). The Court of Appeals noted in the ruling:
The Hitchcocks filed a response to appellees' motion for summary judgment expressly
presenting to the trial court their contention that Emily Hitchcock's injury was
proximately caused by the bus driver's failure to use the flasher lights while operating the
school bus, and that such action constituted negligence arising from the operation and use
of a motor-driven vehicle. (Hitchcock v. Garvin, 1987, p. 3)
Thus, the Court of Appeals ruled that the alleged acts of Plano ISO and the bus driver arose from
the operation of a motor vehicle and, within the meaning of Section 101.021 of the Texas Tort
Claims Act, constituted a waiver of the doctrine of governmental immunity.

Contreras v. Lujkin Independent Sc/100/ District, 810 S.W.2d 23 (1991)
In the Court of Appeals case of Contreras v. Lufkin Independent School District, an issue arose
of a student being released at the wrong bus stop. The Court of Appeals held that "pleadings
raised justiciable fact issue as to whether school district enjoyed sovereign immunity from
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liability, precluding summary judgment" (Contreras v. Lufkin /SD, 1991, p. 1). The issue was
presented when the student, Esmeralda Contreras, was released at the wrong bus stop in an
unfamiliar location and was then struck by an automobile. The facts of the case are presented
from an excerpt from the plaintiffs' First Amended Original Petition:
On or about November 22, 1988, plaintiff Esmeralda Contreras, a six-year old girl,
completed her day's school and boarded a school bus operated by defendant Lufkin
Independent School District to be taken home.
At the time the normal practice of the Lufkin Independent School District bus that drove
Esmeralda Contreras home was to drop her off right across Abney Street from her house,
then to wait with lights flashing while she crossed the street to her house. However, the
Lufkin Independent School District school bus that was supposed to drive Esmeralda
home on November 22, 1988, dropped her off on Cain Street, around the corner from her
house, rather than on Abney Street. When plaintiff Esmeralda Contreras did try to make
her way home from the unfamiliar location where the school bus had dropped her off, she
was violently and unexpectedly struck crossing Abney Street by a 1978 Chevrolet
Caravan automobile being driven by defendant James Kegler. Hearing the screech of
defendant Kegler's tires moments before his automobile struck Esmeralda, plaintiff
Martina Contreras ran out of the front door of her house and saw her daughter face down
and motionless on the side of the road with blood flowing from her head. (Contreras v.
Lufkin /SD, 1991, pp. 1-2)
Did the release of the student at the wrong bus stop result in the negligent use or operation of the
motor-driven vehicle by Lufkin Independent School District as defined in the Texas Tort Claims
Act? Chief Justice Walker of the Texas Supreme Court stated in his opinion that the damages
and injuries were proximately caused by the negligent conduct of the defendant, Lufkin
Independent School District. Walker noted that the school district breached its duty by letting
"Esmeralda Contreras off the school bus in a location from which Esmeralda Contreras knew
how to get to her house without having to expose herself to danger while crossing the street"
(Contreras v. Lufkin /SD, 1991, p. 2).
The court in Contreras referenced the decision the Texas Supreme Court made in case of Mount
Pleasant Independent School District v. Estate of Lindburg ( 1989). The court highlighted the
differences of the cases, specifically to the child in Lindburg being struck and killed by an
automobile after the school bus drove off and was already 200 yards from where the child exited
the bus and was struck by the passing pickup truck. The Court of Appeals in Contreras quoted
the Supreme Court to provide justification for their ruling:
In order for a claim to fall within the limited waiver of sovereign immunity, the finder of
fact must determine that damages suffered were "proximately caused by the wrongful act
or omission or negligence ofan employee acting within his scope ofemployment ... [and
arose] from the operation or use of a motor-driven vehicle ... " (Heyer v. North East
Independent School District, 1987; as cited in Contreras v. Lufkin Independent School
District, 1991, p. 3).
Further, the court agreed with the appellee that the case of Mount Pleasant Independent School
District v. Estate of Lindburg ( 1989) has "significant bearing upon our case even though the
threshold question in Lindburg dealt with the standard of care to be imposed upon a school
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district to insure a student's safety after disembarking a district provided bus, and the limits of
the legislature's waiver of sovereign immunity" (Contreras v. Lufkin /SD, 1991, p. 3). Although
the 217th District Court of Angelina County granted summary judgment to the school district,
the Court of Appeals reversed and remanded, holding that "it is clear ... that appellant's pleadings
were factually adequate to avoid the defense of sovereign immunity and to open the door for the
fact finder to determine liability and damage" (Contreras v. Lufkin /SD, 1991, p. 3). Further, the
Court of Appeals held that "the trial court erred in granting summary judgment in that
appellants' pleadings on their face brought their claims within the provisions of [the Texas Tort
Claims Act] Section 101.02l(l)(A), and such claims were not barred by appellee's plea of
governmental immunity" (Contreras v. Lufkin /SD, 1991, p. 3). Finally, the Court of Appeals
determined that the trial court erred in holding that the complainants' pleading demonstrated that
the accident in this case did not arise from the use or operation of a motor-driven vehicle and that
the pleadings are to the contrary. (Contreras v. Lufkin /SD, 1991 ).
Review of relevant case law
As previously mentioned, 13 cases encompassed the sample size in the presentation and analysis
of data (Barr v. Bernhard served as the foundation case for this study and was not included in the
presentation and analysis of the data since it did not involve a school bus). In an effort to
simplify this question, Table 1 provides the overview of the 13 cases extensively investigated in
this study, a brief summary of each case, and a determination on whether the school district
waived sovereign immunity and was, therefore, found liable for damages.

The table provides the case citation, a brief statement of the facts, and whether the school district
waived immunity in the case. The table shows that of the 13 cases reviewed, 9 found that the
district did not waive immunity. For this sample of data, 69 percent of the cases were judged in
favor of the school district.
Findings

After the presentation and analysis of data, this research has shown two distinct facts that must
be acknowledged by all student transportation employees:
1. School bus drivers are considered professional employees under Section 21.174(b)(3) of
the Texas Education Code, which requires school districts to "employ school bus drivers
certified in accordance with standards and qualifications promulgated jointly by the State
Board of Education and the Texas Department of Public Safety as required by law ... "
(Texas Education Code, Section 2 l .174(b)(3); as cited in LeLeaux v. Hamshire-Fannett
/SD, 1992,p.4);and
2. Negligent use or operation of the motor vehicle may result in a waiver of immunity for a
school district and/or a professional employee.
Multiple cases were identified that relate the Texas Tort Claims Act to pupil transportation in
Texas. Although Barr v. Bernhard (1978) did not involve student transportation, it was the first
notable case to reference the Texas Tort Claims Act and Texas Education Code Section 21.912.
It is important to appropriately interpret and understand the decision the court made in Barr and
why the Court of Appeals reached their conclusion.
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Table 1

Summary ofCourt Cases
Court Case
Estate ofGarza v. McAllen
/SD (1981)

Facts

Immunity
Waived?

Student Wally Gana killed when Mark Trevino used knife to
stab Gana while on school bus

No

District/employees failed to provide adequate medical care to
student with cerebral palsy who suffered convulsions on board
school bus

No

Student injured when she disembarked from school bus and then
hit by a car crossing the street due to failure of bus driver to
activate red warning lights

Yes

Mount Pleasant /SD v.
Lindburg (l 989)

Child struck after disembarking school bus - bus was I 00-200
yards away from scene of accident

No

Contreras v. Lufkin /SD
(1991)

Student was released at wrong stop and killed when attempting
to cross the street

Yes

Luna v. Harlingen (1991)

Two children sustained injuries when they were struck by a
third-party vehicle while waiting at the bus stop for school bus

No

Student injured after attempting to board bus through rear
emergency exit door.

No

One student injured and another killed in motor vehicle accident
driven by the students' friend after bus released students at nondesignated stop

No

Austin /SD v. Gutierrez
(2001)

Student killed by motorist after disembarking bus and being
signaled with bus horn by driver that it was safe to cross street

Yes

Montoya v. Houston /SD
(2005)

Student with cognitive disabilities released himself from
protective harness and exited bus through rear emergency door
while bus was in motion

No

Elgin /SD v. R.N. (2006)

Student was left on bus after bus returned to transportation
facility and door was locked by bus driver and attendant

Yes

Breckenridge /SD v.
Valdez (2006)

Student was left on bus after bus returned to transportation
facility by bus driver and attendant

No

Houston /SD v. PERX
(2014)

Claim of sexual assault on bus due to the failure to properly
operate the security camera on the school bus

No

Hopkins v. Spring /SD
(1987)
Hitchcock v. Garvin
(1987)

LeLeaux v. HamshireFannelt /SD (1992)
Goston v. Hutchison
(1993)
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As with Hopkins v. Spring !SD (1987), several Texas courts have held that when injuries are not
the proximate result of the use or operation of the school bus, but the bus provides the setting for
the ~njury, the actions do not fall within section IO 1.051 exception to immunity (Hopkins v.
Sprmg !SD, 1987). Moreover, Hopkins provided clarity that the precedent was construed in Barr
v. Bernhard that school districts are governmental entities. Since the Barr decision, and
reaffirmed in Hopkins, the courts have consistently ruled that virtually every action a school
district performs is classified as a governmental function (Walsh et al., 2014). This consistency
ascertains that sovereign immunity is serving its primary function, as designed, by financially
protecting Texas public schools from litigation and damages, which is also fortunate for Texas
taxpayers.
Central Research Question
In an effort to answer the central research question, we revisit Estate of Garza v. McAllen
Independent School District ( 1981) where the court questioned the determination of immunity or
the waiver of immunity on behalf of the school district in one precise statement:
Do the facts set out in our record give rise to a claim for damages' proximately caused by
the negligence or wrongful act or omission of any officer or employee ... arising from the
operation and use ofa motor-driven vehicle? (Estate ofGarza v. McAllen, 1981, p. 2)

This research has shown that for a court to find a waiver of sovereign immunity and liability for
injuries sustained due to a school bus-related incident, Texas courts have consistently required
the following:
• a nexus between the use and operation of the motor-driven vehicle or equipment and the
plaintiff's injuries constituting more than just the simple involvement of the property; and
• the use of the vehicle must have actually caused the injury complained of by the claimant.
Further, the courts have determined in multiple cases that the operation or use of a motor vehicle
does not cause injury and thus constitute a waiver of immunity if it does no more than furnish the
condition that makes the injury possible. Cases that have ruled in this manner include: Estate of
Garza v. McAllen Independent School District ( 1981 ); Hopkins v. Spring Independent School
District (1987); Leleaux v. Hamshire-Fannell Independent School District (1992); Montoya v.
Houston Independent School District (2005); and Breckenridge Independent School District v.
Valdez (2006). When the school bus is only the setting for the injury and the injury is not a
result of the direct operation or use of the motor vehicle, governmental immunity for the school
district is not waived.
Two-Step Process to Determine Waiver of Immunity
A two-step process was discussed in Austin Independent School District v. Gutierrez (2001) to
determine if there was a waiver of immunity on the part of the school district. First, the court is
to decide if there was a use or operation of a motor vehicle. The court identified and defined
operation and use by citing Satterfield v. Sallerjie/d ( 1969). The court expanded their
discussion, by referencing "in general when applying the term 'use' or 'operation' in school bus
cases, appellate courts have examined whether the employee's acts involved actual use or
operation of the vehicle, rather than the supervision of children" (Austin !SD v. Gutierrez, 2001,
p. 3). In Breckenridge v. Valdez !SD (2006), it was noted that "when the injuries arise from an
employee's acts or omissions involving only supervision or control of children, immunity has not
42
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been waived even if the acts took place on or near the bus" (Breckenridge /SD v. Valdez, 2006, p.
6). However, if the plaintiff's injuries "arise from an employee's 'affirmative action' actually
using or operating the bus, the school district's immunity has been waived" (Breckenridge /SD v.
Valdez, 2006, p. 6). Goston and Estate ofGarza affirmed that if the employee's act involved
only supervision or control, immunity has not been waived, even if the act took place on or near
the motor vehicle.
The second step "requires an understanding of the nexus between the injury and the use of
operation of the vehicle that is required" (Austin /SD v. Gutierrez, 200 I, p. 3). It was determined
in LeLeaux that the statutory phrase arises from requires that there be some connection between
the injury and the act of using or operating the vehicle. For example, in Austin /SD v. Gutierrez
(2001 ), Austin ISO asserted that the procedures followed by the bus driver when unloading
passengers, which included honking the horn, did not constitute a use or operation of the vehicle.
Instead, Austin ISO claimed that these procedures were "supervisory in nature and are analogous
to the actions taken by an individual supervising children at a crosswalk' (Austin /SD v.
Gutierrez, 200 I).
In response, Gutierrez contended that the only use of a school bus is to "transport students and
the process of transporting them does not end until the children have safely crossed the street"
(Austin !SD v. Gutierrez, 2001, p. 3). Gutierrez specifically referenced the use of the horn by the
driver and that this operation or use of the motor vehicle contributed to the accident. Gutierrez
also cited the training manual for bus drivers, which specifically referenced the correct
procedure, which does not include the honking of the bus's horn. The court determined that this
was the nexus between the operation or use of the motor vehicle and the injury of the claimant.
Was the Bus at the Scene of the Incident?
One question that arose was whether the bus was at the location of the incident when the incident
occurred. The court in A ustin /SD v. Gutierrez (2001) stated: "it is much easier to find there was
not use or operation when there was not a bus present at the scene to use or operate" (p. 5).
Table 2 summarizes the cases presented in this research and outlines which buses were located at
the scene of the incident, if it was determined negligent operation or negligent supervision, and if
the district waived immunity.

It is noted that an anomaly occurs in Contreras v. Lufkin /SD (1991 ), where the school district
waived immunity and negligent operation was found, even with the bus not present at the scene.
The school district was found to have breached its duty by letting the student off the bus at the
wrong school bus stop, thus exposing herself to danger and the resulting in damages that were
"proximately caused by the wrongful act or omission or negligence of an employee acting within
the scope of employment" (Heyer v. North East Independent School District, 1987; as cited in
Contreras v. Lufkin Independent School District, 1991, p. 3).
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Table 2
Was the School Bus at the Scene of the Incident?

Court Case
Barr v. Bernhard (1978)
Estate of Garza v. McAllen JSD (1981)
Hopkins v. Spring JSD (1987)
Hitchcock v. Garvin (1987)
Mount Pleasant !SD v. Lindburg (1989)
Contreras v. Lufkin ISD (1991)
Luna v. Harlingen (1991)
Leleaux v. Hamshire-Fannett JSD (1992)
Goston v. Hutchison (1993)
Austin JSD v. Gutierrez (2001)
Montoya v. Houston JSD (2005)
Elgin ISD v. R.N. (2006)
Breckenridge ISD v. Valdez (2006)
Houston JSD v. PERX (2014)

Was the bus
p_resent?
NIA

Yes
Yes
Yes

No
No
No
Yes

No
Yes
Yes
Yes
Yes
Yes

Negligent
Op_eration?

Did the District
Waive
Immunity?

No
No
No

No
No
No

Yes

Yes

No

No

Yes

Yes

No
No
No

No
No
No

Yes

Yes

No

No

Yes

Yes

No
No

No
No

Whose Operation is Necessary to Give Rise to Liability?
To expand upon the question of operation and use of the motor vehicle in order to determine
liability, one must determine whose operation is necessary to give rise to a waiver of immunity?
This was affirmed in Leleaux v. Hamshire-Fannett Independent School District (1992), in which
the student was injured after falling from the back emergency door. Since the operator of the bus
was not present, and the bus served as the setting of the injury, the district did not waive
immunity. Through this interpretation, the Court held it is the school district's employee's use or
operation of the motor vehicle that would waive immunity. In this ruling, it was determined that
the negligence of the injured party or a third party does not constitute a waiver of immunity.
Conclusion

Unquestionably, case law, legal terminology, and interpretation of the law can be difficult. The
importance of preparing educators, administrators, and staff of a school district in curriculum and
instruction areas may overshadow such legal matters. Additionally, with the increasing focus on
training of the curriculum and instruction divisions of the school district, the transportation
department may be overlooked. Further, a school's transportation department may be the only
method for many students to attend school daily. Safety is paramount in pupil transportation. A
school bus driver is responsible for up to seventy pupils and their behavior while also having to
be extremely attentive to the road and other drivers.
There is a wealth of information regarding pupil transportation available to department and
district administrators. The National School Specifications and Procedures manual is developed
by a national congregation of pupil transportation officials. The information provided in the
manual is "available for states to consider when establishing their standards, specifications,
recommendations and guidelines" (National School Transportation Specifications and
Procedures, 20 l 0, p. 6). This information includes operational procedures, mechanical repairs,
employment practices, and driver training. However, much of this information regards "best
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practices" and does not provide clear and concise legal information or expertise. Further, a new
book was published in 2013 entitled Best Practices in Student Transportation. This book
emphasizes the "lack of consistent management training that covers the issues specific to pupil
transportation" (Roberts, 2013, p. ii). However, there is still a limited amount of information
regarding liability in pupil transportation. Organizations such as the Texas Association of Pupil
Transportation, the National Association of Pupil Transportation, and the Texas Association of
School Business Officials provide occasional professional development courses regarding legal
issues and liability concerns in pupil transportation. These courses are beneficial; however, the
information provided must cover a wide array of subjects in a short period of time. Until now,
the issue of tort liability and litigation in pupil transportation in Texas has not been documented
or presented in a collective manner beneficial to school administrators and transportation
managers. This research has hopefully served to fill a missing piece in the literature regarding
specific case law studies in Texas for Texas pupil transportation officials and district
administrators.
References
Austin Independent School District v. Gutierrez, 54 S.W.3d 860 (Tex. Ct. App. 2001).
Barr v. Bernhard, 562 S.W.2d 844 (Tex. 1978).
Breckenridge Independent School District v. Valdez, 211 S.W.3d 402 (Tex. Ct. App. 2006).
Civil Practice and Remedies Code § 101.051 ( 1985).
Contreras v. Lufkin Independent School District ( 1991 ).
Creswell, J. W. (2013). Qualitative Inquiry and Research Design: Choosing Among Five
Approaches (3rd ed.). Thousand Oaks, CA: Sage.
Dragan, E. F. (2010). Understanding liability in school cases. Retrieved from
http://edmgt.com/publications.php
Elgin ISD v. R.N. (2006).

Estate of Garza v. McAllen Independent School District, 613 S.W.2d 526 (Tex. Ct. App. 1981).
Goston v. Hutchison, 853 S. W.2d 729 (Tex. Ct. App. 1993).
Hitchcock v. Garvin, 738 S. W.2d (Tex. Ct. App. 1987).
Hopkins v. Spring Independent School District, 736 S.W.2d 617 (1987).
Houston ISD v. PERX (2014).

LeLeaux v. Hamshire-Fannett Independent School District, 835 S. W.2d 49 (Tex. 1992).
Luna v. Harlingen Independent School District, 821 S.W.2d 442 (Tex. Ct. App. 1991).
Montoya v. Houston Independent School District, 177 S. W.3d 332 (Tex. Ct. App. 2005).
Mount Pleasant Independent School District v. Estate of Lindburg (1989).
National School Transportation Specifications and Procedures 2010 (Rev. ed.). Adopted by the
Fifteenth National Congress on School Transportation. Warrensburg, MI: Central
Missouri State University.
Roberts, D. (2013). Best Practices in Student Transportation. New York, NY: Transfinder
Corporation.
Satterfield v. Satterfield, 448 S.W.2d 456 (1969).
Texas Education Code§ 2 l .174(b)(3) (Vernon Supp. 2008).
Texas Education Code§ 21.l 74(b)(3) (Vernon Supp. 2008).
Texas Education Code§ 21.912 (Vernon Supp. 2008).
Walsh, J., Kemerer, F., & Maniotis, L. (2014). The Educator's Guide to Texas School Law (8th
ed.). Austin, TX: University of Texas Press.
Zucker, D. M. (2009). How to do case study research. Retrieved from scholarworks.umass.edu.

45
Published by SFA ScholarWorks, 2016

45

School Leadership Review, Vol. 11 [2016], Iss. 2, Art. 1

bnproving Scl,ool Leaders/tip: TJ,e Connection of Transformational
LeadersJ,ip and PsycJ,o/ogical Well-Being of tJ,e Followers
Pamela Bryanl
Clarksville JSD
Jennifer T. Butcher
Houston Baptist University
Johnny O'Connor
Lamar University

In this current era of public school accountability in the United States, the passage of No Child
Left Behind resulted in dramatic changes for public school districts (U.S. Department of
Education, 2001). Although the recent reauthorization, entitled Every Student Succeeds Act,
allowed greater flexibility on the state and local levels, effective school leadership still remained
a critical factor when establishing and maintaining high standards of student learning (Executive
Office of the President, 2015). Onorato (2013) noted the federal and state accountability
mandates have forced public school administrators to transform the educational environment
while serving as instructional leaders for teachers and students. Additionally, Onorato noted as
accountability pressures increased, educational leaders were compelled to strengthen student
achievement through increased leadership qualities. Furthermore, transformational leadership
empowered the followers to strive with higher levels of confidence and motivation while the
followers also assumed the traits and actions of transformational leadership (Onorato, 2013).
This phenomenological narrative study was designed to describe the transformational leadership
components of selected superintendents in the state of Texas, which directly affected a follower's
psychological well-being. All seven individuals who participated in the research study were
current or recent superintendents with experience in turning around a low-performing campus or
district. The leader participants self-identified their own transformational leadership skills using
the MLQ SX-Short by Avolio and Bass (2013). The research questions allowed for further
investigation into the influence of the four components of transformational leadership on the
follower's psychological well-being. Findings indicated idealized influence and inspirational
motivation as the most dominant transformational leadership components of the participants.
Findings also emphasized the importance of the positive impact of transformational leadership
processes on the follower's psychological well-being.
Statement of the Problem

With the increasing demands of federal and state accountability, superintendents faced mounting
obstacles of enabling followers as they met the necessary goals (Fenn & Mixon, 2011 ).
Kelloway, Turner, Barling, and Loughlin (2012) verified the positive connection of employee
; Dr. Pamela J. Bryant may be reached at pbryant20@gmail.com
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well-being with transformational leadership. The researchers noted pride resulting from doing
the right thing while ensuring the well-being of the followers might affect the leader's own
positive well-being. Specifically, Kelloway et al. (2012) stated a need for further research of
understanding the transformational leadership process components affecting a follower's
psychological well-being. Therefore, further examination of followers' well-being with
transformational leadership is warranted.
Purpose of the Study and Research Questions

The purpose of this phenomenological qualitative study was to describe the transformational
leadership components of selected superintendents in the state of Texas, which directly affected a
follower's psychological well-being. The study was guided by the following research questions:
I. How does idealized influence affect the relationship between a transformational
leader and follower?
2. How does a transformational leader's inspirational motivation affect a follower's
psychological well-being?
3. How does intellectual stimulation create a strong relationship between a
transformational leader and follower?
4. How does individualized consideration shown by the transformational leader to the
follower increase psychological well-being?
Summary of the Literature

In the past 35 years, numerous studies have affirmed three types of leadership: laissez-faire,
transactional, and transformational (Bass & Steidlmeier, 1999; Grant, 2012; Liu & Liao, 2013).
Bass and Riggio (2006) advocated authentic and pseudo-transformational leadership qualities
were seen in both transactional and transformational leadership theories. Furthermore, the
theorists defined transformational leadership as a means of raising leadership to the next level.
Additionally, transformational leadership inspired followers' commitment to a shared vision
while inspiring innovative problem solving through coaching and mentoring (Bass & Riggio,
2006).

Laissez-faire leadership. Bass (1999) stipulated negative outcomes resulted from laissez-faire
leadership. Zwingmann, Wegge, Wolfe, Rudolf, Schmidt, and Richter (2014) noted laissez-faire
leadership was leadership with no leader and these leaders were non-committal when making
decisions. Bass (1997) defined laissez-faire leadership as a component of non-leadership.
Avolio and Bass (2002) identified laissez-faire leadership as the highest form of inactive
leadership. The researchers noted laissez-faire leaders avoided responsibility, were indifferent,
and displayed little initiative.

Transactional leadership. Ruggieri and Abbate (2013) described transactional leaders as
negotiators and compromisers who never attempted any transformation of the followers.
McCleskey (2014) contended transactional leadership required interaction between the leaders
and followers with the goal of benefiting both roles. On the other hand, McCleskey noted
transactional leadership created bitterness and short-term happiness for the followers. Bass and
Avolio ( 1993) determined transactional leaders and followers worked for a price which was
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detennined by personal motivation. Verlage, Rowold, and Schilling (2012) maintained
transactional leadership developed low self-efficacy among the leaders.

Transformational leadership. Bums ( 1978) identified the interaction between the
transfonnational leader and follower as the key component which increased an organization's
motivation and creativity. Bass (1999) noted transfonnational leadership enhanced transactional
leadership. Transfonnational leaders performed as role models and mentors due to their own
desires to serve others (Bass & Avolio, 1993). However, discussions regarding core beliefs,
challenges, and visions prevailed at all levels of personnel status (Avolio, Weichun, Koh, &
Bhatia, 2004; Bass & Avolio, 1993). Effeslberg and Solga (2015) contended transfonnational
leaders developed a psychological connection to the organization's goals. Bass and Steidlmeier
( 1999) stressed both the transformational leaders and followers experienced a transfonnation in
outlook and performance. Yu (2013) advocated transfonnational leadership to be the leading
theory of current leadership research.
Measurements of Leadership
Full range leadership theory. Bass and Riggio (2006) identified several tools used in
determining various leadership styles; specific focus was on the capacity of transformational
leadership. As a result, the theorists developed the Full Range of Leadership Theory (FRLT)
model that included two transactional leadership factors, passive management by exception and
active management by exception. Additionally, in the event a leader displayed non-committal
leadership, the laissez-faire style was included in the FRLT. Depending on the individual leader,
the results indicated leadership strengths as transactional, transformational, or non-transactional
laissez-faire (Bass & Riggio, 2006).

Multi-leadership questionnaire. Bums (1978) explained the connections and differences of
transactional and transformational leadership (Avolio, Bass & Jung, 1999). Also, Bums
specified transactional leadership would be on one end of the scale with transformational
leadership on the other. Burns further advocated that both leadership styles were visible in
effective leadership (Avolio et al., 1999). However, Bass (1999) focused solely on
transformational attributes. Equally important, Bass understood the necessity for a better
leadership style measurement and developed the Multifactor Leadership Questionnaire (MLQ) to
indicate self-reported transformational leadership skills (Bass & Avolio, 2013; Fenn & Mixon,
2011). Bass and Riggio (2006) specified the MLQ consisted of the MLQ Leader Form and the
MLQ Rater Form. Specifically, the two separate fonns played a pivotal role in rating
transfonnational leadership attributes. Noting that the Leader Form contained bias created by the
leader's self-reporting, Bass and Riggio recommended using the MLQ Rater Fonn as a
measurement of transformational leadership (Bass & Riggio, 2006).
Components of Transformational Leadership
Bass and Riggio (2006) maintained the four transformational leadership indicators of idealized
influence, inspirational motivation, intellectual stimulation, and individualized consideration
(Effeslberg & Solga, 2015; Grant, 2012; McCleskey, 2014; Salter, Green, Duncan, Berre, &
Torti, 2010; Walsh, Dupre & Arnold, 2014; Zhu, Sosik, Riggio, & Yang, 2012).
Idealized influence. Bass, Avolio, Jung, and Berson (2003) noted that followers desire to work
with transformational leaders since the leaders were fair, consistent, and ethical. Kelloway et al.
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(2012) asserted transformational leaders developed long-term goals and actions which resulted in
psychological well-being of the followers. Furthermore, the researchers recommended
transformational leaders looked beyond their own personal needs and focused on what was best
for the organization. Additionally, they noted transformational leaders' actions reflected high
moral and ethical commitments to the followers (Bass et al., 2003; Kelloway et al., 2012).
Balyer (2012) identified that transformational leaders do not use their influence for selfish
advancements. Based on research by Bass ( 1997), the researchers emphasized transformational
leaders inspired followers through respect and trust while also ethically modeling their own
personal beliefs and values (Abbas, Iqbal, Waheed, & Riaz, 2012; Beauchamp, Barling, and
Morton, 2011; Sagnak, 2010).

Inspirational motivation. The transformational leader created a vision of a better future for
everyone, including the followers (Bass et al., 2003). Kelloway et al. (2012) emphasized
transformational leaders created a strong sense of encouragement in the followers. Additionally,
the encouragement resulted in the followers overcoming obstacles and achieving goals once
thought impossible (Bass, 1985, 1998; Kelloway et al., 2012; Liu, Siu, & Shi, 2010). Bass and
Steidlmeier (1999) concluded transformational leaders created good works, harmony, and charity
when working with the followers. The researchers also noted transformational leaders focused
on the followers' best attributes (Bass & Steidlmeier, 1999). Bass and Avolio (1993)
emphasized followers viewed transformational leaders as symbols representing the culture of the
organization. Verlage et al. (2012) advocated inspirational motivation resulted in the followers
fulfilling the organization's vision as a challenge rather than an obligation.
Intellectual stimulation. Bass and Steidlmeier (1999) contended transformational leaders utilized
this attribute when encouragement of the followers was based on the true merits of the concerns.
Van Eeden, Cilliers, and van Deventer (2008) noted the transformational leader encouraged
creativity and innovation through the appreciation and value of the followers' intelligence.
McCleskey (2014) asserted transformational leaders must be transparent in their actions and
beliefs. The researcher claimed transparency of the transformational leaders empowered
confidence in the followers without fear of disapproval. Atkinson and Pilgreen (2011 ), Balyer
(2012), and Verlage et al. (2012) remarked how transformational leaders' creative questioning
resulted in an increased number of innovative solutions by the followers. Bass et al. (2003)
affirmed transformational leaders did not publicly criticize or ridicule followers' mistakes.
Followers of transformational leaders developed confidence and reframed problems which
resulted in innovative problem-solving and increased self-confidence (Avolio et al., 2004; Bass
et al., 2003; Burton & Peachey, 2014; Kelloway et al., 2012).
Individualized contribution. Groves and LaRocca (2011) emphasized transformational leaders
empowered the followers' individual needs of growth and achievement. Transformational
leaders developed future leaders by establishing relationships with the followers (Kelloway et al.,
2012). Jha (2013) and Verlage et al. (2012) explained transformational leaders extended
personal attention to the followers while also cementing the followers' organizational
commitment. Similarly, transformational leaders increased the followers' well-being by
providing guidance, empathy, and compassion during mentoring. Equally important, Liu et al.
(2010) advocated Bass (1985, 1998) stipulated followers' development and growth increased due
to concern displayed by transformational leadership. However, Atkinson and Pilgreen (2011)
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cautioned transformational leaders should maintain a professional relationship when mentoring
followers.
Psychological Well-Being

Nielsen,
Randall, Yarker, and Brenner (2008) stipulated the importance of transformational leaders'
impact on psychological well-being of the followers. End results of this interaction included
followers understanding the importance of their jobs and developing more successful work
habits. However, attention should be noted of the impact experienced by the followers of leaders
undergoing a change of transformational behaviors (Nielsen et al., 2008). Aryee, Walumbwa,
Zhou, & Hartnell (2012) concluded transformational leadership created positive psychological
well-being in the followers of transformational leaders. The researchers reported followers
experienced psychological well-being when the vision and mission were connected to positive
self-concepts (as cited in Bono & Judge, 2003; Shamir, House, & Arthur, 1993; Wang & Zhang,
2014).
Methodology

The research design of this study was qualitative with a phenomenological approach. Creswell
(2013) noted phenomenological research as a systematic way of uncovering and understanding
human experiences. Furthermore, the researcher emphasized random purposeful sampling as the
method of selecting individuals who had previously experienced the studied phenomenon. In the
final analysis, the essence of the phenomenological approach indicated "what" the studied
individuals experienced as well as "how" it was experienced by the participants (Creswell,
2013). Cooper, Fleisher, and Cotton (2012) asserted phenomenology studies focused not on the
individuals of the studies, but on the shared components of the phenomenon. Ozcan, Karat~,
<;aglar, and Polat (2014) noted data analysis was paramount in clarifying meanings which
developed through the research.
Participants
In qualitative studies, purposeful sampling was utilized in gathering information pertinent and
useful to the study (Sandelowski, 2000). The purposeful sampling group of this voluntary study
included seven self-identified transformational leaders who were current or recent Texas school
superintendents or deputy superintendents. The self-identification process centered on the
Multifactor Leadership Questionnaire (MLQ) in self-reporting transformational leadership skills
(Avolio & Bass, 2013). To determine the connection of the transformational leadership process
and followers' psychological well-being, in-depth interviews of the individual participants were
conducted. Each of the participating leaders had a minimum of two years of experience as
superintendents. Individually, the participants were district leaders in overcoming lowperforming school accountability status per state or federal requirements. Located in different
geographical regions, the participants were leaders of varying Texas public school size
classifications.

In collecting the data, each participant self-identified transformational leadership tendencies
using the MLQ Leader Form SX-Short (Avolio & Bass, 2013). Avolio and Bass explained the
MLQ Leader Form SX-Short provided insight into the participants' personal views of
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transfonnational leadership. Sample items were: "I talk about my most important values and
beliefs," "I consider an individual as having different needs, abilities, and aspirations from
others," and "I focus attention on irregularities, mistakes, exceptions, and deviations from
standards."
Through the use of semi-structured in-depth interviews, the participants responded to questions
focused on the transfonnational leadership components using a Guided Protocol. The in-depth
interviews were conducted with each participant on an individual basis. The open-ended
interview questions were based on the transfonnational leadership process components of
idealized influence, inspirational motivation, intellectual stimulation, and individualized
consideration (Bass & Riggio, 2006).

Results and Discussion
Creswell (2013) identified triangulation as a validation strategy comprised of multiple methods,
theories, sources, and investigators. The MLQ results, along with the interview data, were
utilized in detennining a perspective or theme. Specifically, the assessment survey and the
interview infonnation provided data, which were reviewed for themes and structures as related to
a transfonnational leader's connection to the follower's psychological well-being.

Research question one. The first research question investigated how idealized influence affects
the relationship between a transformational leader and follower. Emergent themes included:
• Ethical Conduct of the Transfonnational Leader - All of the participants emphasized how
the superintendent established the tone and expectations of the district's followers. One
participant responded, "Even if it would benefit the district, I'm still not going to do
anything that's not right." Another participant stated, "I think it is important that you
lead by example." This philosophy was reiterated by two of the participants who added
the importance of consistency and supportive risk-taking for the follower's psychological
well-being.
• High Moral Behavior of the Transfonnational Leader - Five of the seven participants
agreed on the importance of high moral behavior of the leader. Four participants agreed
that a transformational leader served as a role model which affected the follower's
psychological well-being in a positive manner. "If you are not one of those people who
lives a high moral and ethical life or if you don't lead the way in the workplace, then the
followers are going to keep you at arm's length," cautioned one participant.
• Trust Establishment between the Transfonnational Leader and Follower- Four of the
participants believed trust or trustworthiness to be a dominant factor. One participant
stated, "The people that work for you are not afraid to take risks because they know you
are providing confidence, safety, and trust in you as their leader." Another participant
responded, "I think if you trust somebody then you are willing to go the extra mile for
them. When you don't trust your leadership, there is a push back at times."
• Resulting Buy-In of the Followers-Three of the participants affirmed the feeling ofbuyin affected the psychological well-being of the followers. "It is about getting input,
listening, getting ideas, and then allowing those people to fly using their talents," stated
one participant leader. "If there's a high level of trust they are going to be willing to buy
into what you are trying to sell them because they trust you," noted another participant.
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Research question two. The second research question investigated how a transformational
leader's inspirational motivation affected a follower's psychological well-being. Emergent
themes included:
• A Shared Vision - All participants agreed in the importance of a shared vision.
Additionally, they understood how a clear understanding of the organization's vision and
goals affected the psychological well-being of the followers in a beneficial manner. "I
think the most important of the inspirational motivation traits is commitment to the
shared vision and goals," stated a participant leader. Additionally another participant
urged, "Without a shared vision, it will take more struggles to get to the goals."
• Enthusiasm Created Motivation - Three participants stressed enthusiasm displayed by the
transformational leader created motivation in the followers. One stated, "When you start
getting buy-in and willingness to take those risks that fear of failure goes away. That is
when you start getting that excitement. You start pulling together as a team." Another
participant commented, "When enthusiasm is shown you do show that you are leading
with your heart."
• Buy-In Created Momentum - Four of the participants believed momentum was created
through the buy-in of the followers. One participant pointed out, "You have to have
something there for people who will hold on to the fact that we are all in this together."
"Offering them a role and giving them responsibility by challenging them is how you get
that buy-in and how you get that team to work all together," remarked another
participant.
• Increased Morale - Three of the participants believed morale increased through
comradery, commitment, or contagious efforts. Two of the participants indicated the
family atmosphere created by the transformational leader and the faith the followers have
in the transformational leader increased morale. "The followers will want to be a part of
the solution and know this is something to buy into and help," deduced a participant
leader.

Research question three. Research question three investigated how intellectual stimulation
created a strong relationship between a transformational leader and follower. Emergent themes
included:
• No Public Criticism - Six of the seven participants affirmed the importance of the
transformational leader not offering public criticism to the followers. One participant
advised, "If there are reprimands that need to be made, they can be done professionally
behind closed doors." Another participant warned, "I think criticism needs to be handled
in a professional manner and the leader needs to be very, very careful before they do
that."
• Creativity and Innovation - Five of the seven participant leaders emphasized the critical
use of creativity and innovation. One participant noted the impact of creativity and
innovation when solving accountability dilemmas. He concluded "with the testing issues
we have had the last couple of years I think that encouraging followers to approach old
situations in new ways is paramount." Another participant added insight from the
perspective of the leader of a small public school district by stating, "Being a small
school, we are so limited in staff. They are very, very creative in what they have
developed."
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Safe Environment for Risk-Taking - Four of the seven participants affirmed the
importance of creating a safe environment for risk-taking. One participant advised,
"They need to know they are not going to be crucified if the idea doesn't work out. They
need to know that you, as the leader, are going to help them pick up the pieces and try
something else." Additionally another respondent advised, "People have to feel that they
have a safety net and that it is okay to try new things. As long as we are working
together and we are trying to learn, then we are going to be supported."
Appreciation - Three of the seven leader participants noted the follower's psychological
well-being was affected by the transformational leader actively showing appreciation to
the followers. "We all know that as humans everybody wants a pat on the back. I make
sure the followers understand I appreciate what they are doing and want them to continue
doing it," remarked one participant. "I do think you have to foster the environment
where they feel open to trying new things," added another participant leader.

Research question four. Research question four investigated how individualized consideration
shown by the transformational leader to the follower increased psychological well-being.
Emergent themes included:
• Value of Two-Way Communication- Six of the seven participant leaders stated two-way
communication greatly affected the psychological well-being of the followers. One
participant emphasized, "Anytime I have had something fall apart, it was because I didn't
communicate." Three of the participants noted the importance of communicating with all
followers, regardless of points of view. "Two-way communication is an important trait
of individualized consideration. If people do not have a way to provide input into the
system, it just stifles the progress," advised a participant.
• Personal Relationships - Six of the seven participants affirmed the importance of
personal relationships creating a team effort of working together by the transformational
leaders and the followers. "It is important to make sure you try to find out those strengths
that certain people have as a leader and build on those strengths," advised one participant.
Another participant commented, "Honestly, I think sometimes they need to see the leader
say, "I am sad. I am upset. This is how I feel but it doesn't mean that we should stop
trying."
• Effective Listening - Three of the seven participants stressed the importance of the
transformational leader effectively listening to the followers. "Listening effectively is
something that is important to do. Often you can solve a problem just by listening and
not doing anything else," affirmed one participant leader. One participant advised, "A lot
of times you have to listen for more than just the words they are saying. You have to
listen for what they are not saying."
• Mentorship Benefits - Four of the seven participant leaders remarked on the
transformational leader's impact on the follower's psychological well-being through the
leader's mentorship. The participants noted the benefits of a strong mentorship are seen
through support, acceptance, and praise. One participant leader advised, "If you do not
have someone who is leading the way, you are not going to advance."
Conclusions

This phenomenological qualitative research study investigated the transformational leadership
components of selected superintendents in the state of Texas, which directly affected a follower's
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psychological well-being. The overreaching findings of the study indicated a strong and positive
connection between the transformational leadership components and the psychological wellbeing of the followers. Based on the findings of the individual interviews, specific conclusions
were discussed in terms of the research questions that guided the study.
Six of the seven participants identified idealized influence as one of their strongest
transformational leadership components. The participant leaders identified the importance of a
strong sense of purpose established by the transformational leader. Furthermore, the moral and
ethical consequences of decisions by the transformational leaders were noted by the research
participants as strong leadership factors.
Four of the seven participants identified inspirational motivation as one of their strongest
transformational leadership components. The participants affirmed the importance of
enthusiastically talking about what needs should be accomplished. In addition, the participants
stressed the importance of talking optimistically about the future with the followers.
Only one of the seven participants identified intellectual stimulation as a strong transformational
leadership component. The superintendent leader identified key areas of encouraging followers
to try various methods in solving problems. A key strength was noted when the transformational
leader closely re-examined critical assumptions in determining appropriateness.
Two of the seven participants identified individualized consideration as one of their strongest
transformational leadership components. The superintendent participants stressed the
importance of treating the followers as individuals with unique abilities. A strength was noted
when the transformational leaders acknowledged and strengthened individual's needs,
aspirations, and abilities.
Implications for Practice

With the continued emphasis of high-stakes testing driving the federal and state accountability
systems, public schools must find ways of transforming the learning and teaching environments.
Leith wood ( 1992) noted transformation provided a means of restructuring the balance of
educational leadership. Onorato (2013) emphasized Leithwood's (1992) framework included
support of the followers, an emphasis on the organization's goals, identification of the
organization's problems, and encouragement of risk-taking. Additionally, with the increasing
demands of federal and state accountability, superintendents face mounting obstacles of enabling
followers as they meet the necessary goals (Fenn & Mixon, 2011 ). In order to address the
additional burdens of turning around a low-performing campus or district, educational leaders
must understand the value of transformational leadership. It is important to implement the four
components of transformational leadership in public school districts.
The findings of this study provide proven transformational practices for leaders and followers
who have the ability to transform the current status of the United States' educational world.
Suggestions to implement for further transformation include the following:
1. State-mandated training for public school administrators in the four components of
transformational leadership;
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2. Inclusion of the four components of transformational leadership training in the staterequired first-year superintendent training sessions;
3. State-mandated training for public school teachers and support staff in the four
components of transformational leadership;
4. Inclusion of the transformational leadership components in the educational administrator
training programs of higher education institutions of learning;
5. Create affordable state-required administrator training sessions with the founding leaders
of transformational leadership; and
6. Implementation of the MLQ Leader Form 5X-Short (Avolio & Bass, 2013) as a part of
the interview process of administrative leadership positions.
Recommendations

Due to the increasing number of United States public schools identified as low-performing per
federal and state guidelines, it is important to continue investigating the connection of the
transformational leadership components to the psychological well-being of the followers.
Additional research recommendations include the following:
1. Conduct comparable research studies of public school superintendents in states other than
Texas;
2. Research the mentors of identified transformational superintendent leaders to determine
additional depths, layers, and complexities of transformational leadership;
3. Conduct a research comparison study of transformational leadership classes within the
administrator preparation programs at the university level with administrator preparation
programs which do not include transformational leadership instruction; and
4. Investigate the depths, layers, and complexities of the psychological well-being of the
followers as influenced by transformational and non-transformational leaders.
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Selection Process for Educational Leaders Does Make a Difference
Virginia Leiker, EdD.;
University o/St. Thomas
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University o/St. Thomas
Introduction
Traditional principal preparation programs, those bound by a university degree, are sometimes
viewed as theory-based and have little to do with the real world in which school leaders work.
Even the licensing exam in some states, such as in Texas, asks the candidates to view each
scenario as the ideal situation when selecting responses. Traditional preparation programs
frequently meet the standards for national accreditation that indicates that the curriculum and
assessments in these programs are subjected to rigorous scrutiny for quality control. The
question remains, what should universities do to improve their programs or change the
perception that the graduates of traditional graduate programs are ill-equipped to be effective
leaders in today's schools? A 2012 report from the Wallace Foundation, Districts Developing
Leaders: lessons on Consumer Actions and Program Approaches from Eight Urban Districts
by Margaret Terry Orr, Cheryl King, and Michelle La Pointe, provides insight into the efforts of
eight school districts partnered with selected universities to develop leadership programs
centered on district needs and improved quality of candidates for leadership positions.
The approaches used by the eight urban school districts varied, but the greatest potential impact
for preparing graduates ready for school leadership came from "clarifying principal standards
and collaborating with university-based preparation programs to change training" (Knowledge in
Brief, The Wallace Foundation, October 2012, p. 2). Some of the benefits noted by the authors
of the report included a higher quality principal preparation for districts because the training
placed emphasis on matters important to the school districts. Universities mentioned in the study
indicated that they benefitted from the collaboration with some financial rewards when students
returned to complete degrees as well as an enhanced reputation by virtue of being selected to
participate. Noted challenges of the collaboration included not having enough experienced
professionals to serve as mentors and a disruption of initiatives when superintendents moved
away.

Statement of the Problem
The purpose of this study is to investigate whether a rigorous selection process for educational
leadership students would result in a more qualified educational leadership candidate than
students who are accepted into an educational leadership program with a less rigorous selection
; Dr. Virginia Leiker may be reached at leikerv@sllhom.edu
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process. Four educational leadership cohorts were used in this study. Three of the cohorts
experienced a highly rigorous selection process that yielded 16 students out of95 applicants for
one cohort, 18 students out of 105 applicants for a second cohort, and 14 students out of 70
applicants for a third cohort. The fourth cohort included 15 students who experienced a less
rigorous selection process and met a minimum GPA requirement and had a "get to know you"
interview. All who applied were accepted into the program. In all cases, students received
tuition support. In all cases, students worked in the same large, urban school district and
received the same leadership course content.
The Need to be Selective

The past decade has witnessed an increase in the need for school leaders. The Baby Boomer
generation of educators has neared retirement age. Before the end of this decade, almost I 0,000
Baby Boomers will leave the workforce, including those in positions of school leadership (The
Motley Fool, 2016). This exodus necessitates preparing current teacher leaders with a university
degree and/or standards-based licensure preparation coursework resulting in the creation of a
highly-prepared, credentialed candidate pool. States and school districts have seen this coming
for some time, however. In a 2005 report produced by Arthur Levine, then President of Teachers
College at Columbia University, highlighted the study's findings that predicted 40 percent of
principals could potentially vacate their positions. Now, either due to retirement or job
dissatisfaction, the need for strong school leadership continues to grow each year.

It is well noted that the principal is the most influential person in the school setting (Marzano,
Waters, & McNulty, 2005). According to a 2013 study, "highly effective principals raise the
achievement of a typical student in their schools by between two and seven months of learning in
a single school year" (Branch, Hanushek, & Rivkin, 2013 ). Principal leadership matters to
student achievement. Strong, resourceful instructional leaders are needed to increase student
achievement for all children and the future of the nation's workforce.
The Wallace Foundation (June, 2012) states,
Preparing not just more aspiring principals, but the right ones, has to start when the first
decisions are made about who should and should not be admitted to leadership training.
Exemplary programs are far more rigorous than others in the review of candidates' skills,
experience and leadership dispositions (p. 8).
These programs are based on a multi-layered selection process, rather than the traditional
admission process. It is the traditional reverse order of "admission, rather than selection" of
candidates which continues to account for school performance stagnation (Browne-Ferrigno &
Barber, 2010). Districts and universities must employ a selective recruitment matrix for aspiring
school leaders, using rigorous performance criteria.
How principal preparation programs are developed, monitored and evaluated for effectiveness
varies from program to program and state to state. Most states are unclear as to how selection
criteria contribute to candidate and program success. In a 2012 study conducted by The Alliance
to Reform Education Leadership (AREL) at the George W. Bush Institute, of its network of28
principal preparation programs throughout the United States, it was noted that a lack of
standardization and uniformity in how candidates are selected for leadership programs and how
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graduates from these programs contribute to increased student achievement clearly exists
(American Institute of Research, 2014). AREL also launched the Principal Policy State Survey
during that same year. The survey gathered data from chief state school officers representing all
50 states and highlighted the conclusion that most are unclear as to how such programs gamer
approval from the state and what data is gathered to support improved principal quality and
effectiveness (AREL, 2012).
The Response to a District Need
In 2009 the need for highly effective school leaders to fill leadership roles in the schools of
Texas' largest urban school district was a priority for new Houston ISD Superintendent Dr. Terry
Grier. To ensure that future school leaders in the district were adequately prepared to increase
student achievement, a new Leadership Development Department was established and charged
with developing a "grow your own" program. As a result, a unique collaborative partnership
with the University of St. Thomas was initiated. A Steering Committee, comprised of members
from the Houston ISD's Leadership Development Department, representing varying levels and
years of school leadership experience, and Professors and Deans from the School of Education
and the Cameron School of Business from the University of St. Thomas was established. This
Steering Committee met to develop and outline a degree program and rigorous multi-step
selection process to select potential leadership candidates. School district Senior Managers and
Assistant Superintendents collaborated with university educators to develop a rigorous selection
matrix. The selection standards were employed to choose members of three of the four cohort
groups discussed in this study for their respective degree programs.
The Selection Process
Consistent with each cohort's selection process was a two-phase district selection process and
university admissions process. The district's selection process included a nomination letter from
the candidate's current principal/supervisor, verification of at least three years successful
teaching experience as evidenced by the district's teacher appraisal and development system, an
online leadership assessment of 13 dimensions of leader behaviors and ideologies predictive of
strong leadership actions based on the work of Dr. Martin Haberman, (Haberman, 2006) a
written essay reviewed by two different people, an in-basket style timed skills demonstration
measuring problem solving, instructional leadership, written communication and data-analysis,
and a structured behavioral interview to determine an exemplary caliber of leadership attributes.
A matrix consisting of these selection criteria and corresponding point values was developed by
the school district. The university requirements included an official application, including a
transcript indicating a GPA of at least 2. 75, and an interview with a university lead professor.

Selection and program accountability from districts and universities alike is critical, given the
fact that in 2013 the Council for the Accreditation of Educator Preparation (CAEP) adopted
revised accreditation standards for university preparation programs that require more evidentiary
data on graduates' effect on student achievement. Districts, under No Child Left Behind
(NCLB) and universities accredited by CAEP, are held to a higher standard of accountability for
the leader's impact on student achievement, making the selection of potentially highly effective
aspiring school leaders of paramount importance (NCLB, 2001). Districts and university
partners need to hold each other accountable for the recruitment and selection of program
candidates of the highest caliber and potential.

61
Published by SFA ScholarWorks, 2016

61

School Leadership Review, Vol. 11 [2016], Iss. 2, Art. 1

Once selected by the district and admitted by the university, new cohort members attended an
orientation with district leaders and university personnel to overview the university's Master's
degree program model, degree plan and monthly district-developed leadership seminars. These
monthly district-led colloquia were delivered throughout the program's duration and focused on
relevant leadership topics and district initiatives.
The selection process of the fourth cohort for HISD followed the university's traditional process
of submitting a goal statement, having at least a 2.75 GPA, and undergoing an interview with the
lead professor for the cohort. The degree for the fourth cohort is the Masters of Education in
Special Education Leadership, a 36-hour master's degree that contains all of the same principal
preparation courses as do the MBAE and the M.Ed. previously described. Five courses directed
to special education are included in the degree plan. Significant to note here is that no applicant
for this program was denied entrance. Also pertinent to note is that the tuition of all four cohorts
described in this paper was subsidized by grant funds.
Table I provides a description of each cohort by ethnicity and gender. Cohorts 1, 2, and 3
include predominantly female students. Of the 60 students included in this study, 37% are white,
32% Black, 23% Hispanic, and 8% other.
Table 1

Ethnicity/Gender by Cohort
Cohort/Ethnicity/Gender
Group I
Group 2
Group 3
Group 4

White
5 (31%)
8 (47%)
6 (50%)
3 (20%)

Black
2 (13%)
6 (35%)
3 (25%)
8 (53%)

Hispanic
7 (44%)
2 (12%)
3 (25%)
2 (13%)

Other
2 (13%)
1 (6%)

0
2 (13%)

Male
6 (38%)
4 (24%)
6 (50%)
4 (27%)

Female
10 (62%)
13 (76%)
6 (50%)
11 (73%)

Development of the First Cohort's Program
The university and school district worked collaboratively for approximately six months to create
the MBAE program. A Steering Committee, comprised of professors from both the School of
Education and Human Services (SEHS) and the Cameron School of Business and school district
leaders was established. The committee developed and outlined respective standards-based
objectives for the program. From that point, curriculum and assessments were aligned so as to
ensure reaching the goals. For the special education leadership program a similar process was
followed in that the Steering Committee made up of SEHS faculty and leaders from two school
districts, identified goals for the program and determined which course would support the goals.
The major difference between Groups I, 2, 3, and Group 4 relates to the student selection
process.
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Results
Groups 1, 2, 3 and 4 have graduated but not every student has taken the TExES Principal Exam
because it is not required for the degree. Table 2 indicates that Group 1 has one student who did
not pass the test on the first try; every student in Group 2 who attempted the exam passed on the
first try. Eleven of the twelve students in Group 3 passed the exam on the first attempt. Group 4
has two students who attempted the exam two times before being successful on the third try.
Group 4 has the largest range of scores with two students meeting the minimum standard of
passing (240) and two students who scored 242. The lowest score for Groups 1 & 2 is 246, one
student in Group 1 and two students in Group 2. Group 1 has the highest score that has ever
been made in the last six years at UST, 293.
Table 2

TExES Scores
Group
1
2
3
4

Average Score
261 (n=12)
260 (n=l 1)
254 (n=12)
253 (n=l4)

Range of Scores
246-293
246-282
243-262
240-285

TExES scores range from 240 (passing) to 300 (perfect score).
Table 3 provides the average grade point average (GPA) for each cohort. The overall average
GPA is higher for Group 4, the cohort without the rigorous selection process, than for Groups 1,
2, and 3. Seven of the 16 members of Group 4 earned the highest possible GPA, 4.0. One
explanation for the higher GPA might be that 11 members of Group 4 already held a master's
degree before entering this program, thereby giving them experience in graduate level work.
Another possible explanation might be that the curriculum for Groups 1, 2, and 3 included
material from another school at the university, material that was unfamiliar to most students.
The curriculum for Group 4 included familiar material in the area that the students worked.
Table 3

Grade Point Average by Cohort
Cohort
Group 1 (48-hour program)
Group 2 (48-hour program)
Group 3 (36-hour program)
Group 4 (36-hour program)

Average GPA
3.85 (n=l6)
3.79 (n=17)
3.86* (n=12)
3.93 (n=l6)

Range
3.60 - 4.00 (3)
3.29-4.00 (1)
3.31 -4.00 (4)
3.69 - 4.00 (7)

*Group 3 has not finished the program.
Table 4 shows the advancement of each cohort to date. While it is not noted in the chart, six of
the 16 Cohort 1 members were promoted before finishing the program; seven were promoted in
Cohort 2 before finishing and all six of those promoted in Cohort 3 have not yet finished the
program. No one from Cohort 4 was promoted before finishing the program. The authors
designated "promotion" as being moved to a position of leadership beyond the status of
classroom teacher. In Cohort 2 two of the promotions were to campus principal. All of the
promotions included assistant principal responsibilities and 10 of the promotions were as
assistant principals.
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Table4

Promotions by Cohort
Cohort
Cohort 1
Cohort 2
Cohort 3
Cohort 4

Number in Cohort
16
17
12
16

% Promoted
75 (12)
65 (11)
67 (8)
25 (4)*

*Two left the district lo be promoted.
Limitations
Limitations to this study include the lack of student achievement data in schools led by program
graduates, the small sample size, the demographics, the different background of the participants,
the lack of trend data on leader effectiveness as evidenced by principal evaluation matrices and
other variables such as the availability of opportunity for promotion. Each of the three cohorts
that were selected by rigorous standards progressed through similar, but not identical, courses of
study. While each of the required educational courses were the same, the degree plan for
Cohorts 1 and 2 included more business courses than the degree plan for Cohort 3. The business
courses for the MBAE, the 48-hour master's program, were tailored to the needs of educational
leaders and most, if not all, were taught by the same instructors. Limitations also include the
longevity of the data collection to establish and support trends based on leadership preparation
outcomes.

Summary
The authors believe that their investigation shows that a rigorous selection process for
educational leadership candidates is associated with a more qualified leadership candidate. Data
from four groups of students who worked in the same school district and who received tuition
support were compared. For each program the school district and the university collaboratively
created the course work so as to meet the needs of the district. The major difference was that
three of the cohorts (Groups I, 2, and 3) were subjected to a rigorous screening process and one
of the cohorts (Group 4) only had to meet the university requirements. From the data collected,
the first three cohorts (Groups I, 2, and 3) had higher average TExES scores, seven to eight
points higher, than Group 4. Additionally, more students in Group 4 had to take the TExES
more than one time to be successful. It is interesting to note here that the average GPA for
Group 4 was higher than Groups 1, 2, and 3. The authors believe that this is due to the fact that
11 out of the 16 Group 4 members already had earned another master's degree and had previous
graduate level work experience. Another explanation for the higher average GP A might be that
the course work that included special education courses was familiar to Group 4 whereas the
course work for Groups 1, 2, and 3 that included business management courses was new to
nearly every student.
In addition to having higher average TExES scores, the rate of promotion was higher for Groups
I, 2, and 3 than for Group 4. As described above, many students in Groups 1, 2, and 3 were
promoted to the assistant principal role or a similar role with similar responsibilities before they
finished their program. None in Group 4 were promoted before completing the program and
only four were promoted after finishing the program; two left the district for promotions.
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Recommendations

Further study of the four cohorts included in this study is warranted. While existing data shows
that students who underwent a rigorous selection process had better performance on the TExES
and a higher rate of promotion, the authors believe that the participants in this study should be
tracked to see if longitudinal data supports a rigorous selection process. Other data that might be
included for future investigation would include a survey from participants regarding their
perception of the level of preparedness for their role as a school leader. In addition to a survey
the authors plan to follow up with the cohorts identified in this study to review student success of
students under their supervision.
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Researchers indicate that the United States has fallen behind other nations in science,
technology, engineering, and mathematics (STEM) education (President's Council of Advisors
on Science and Technology, 2010, 2012). A declining interest in the field of engineering as
demonstrated by students who pursue degrees in STEM fields also threatens the U.S. competitive
edge (National Science Foundation, 2013; Schneider, Judy, & Mazuca, 2012). Although some
students perform successfully in STEM courses, an achievement gap between school-aged boys
and girls is well-documented in the literature (e.g., College Board, 2007). Moreover, Hispanic
students are underrepresented in science-related courses and careers (Hanley & Noblit, 2009)
and even fewer Hispanic girls are attracted to the STEM areas despite the increase in the
Hispanic population in general and in higher education (Dolan, 2009). In fact, few studies were
located that addressed perspectives of Hispanic girls about their experiences and perceptions
related to science and engineering (Crisp, Nora, & Taggart, 2009; Moller et al., 2015; O'Shea,
Heilbronner, & Reis, 2010). Specifically, there is a need to attract girls and Hispanic students to
mathematics and science coursework and careers. Therefore, the purpose of this collective case
study was to explore and identify potential barriers and supports related to select Hispanic high
school girls' decisions to pursue advanced coursework and future careers in STEM. By
increasing awareness of these potential barriers, school leaders will be better positioned to
develop strategies and support systems to encourage Hispanic girls to take advanced science
courses and seek out postsecondary studies and careers in STEM fields.

Literature Review
Despite the large numbers of Hispanics living in the United States and the extent to which they
value education, Hispanic students continue to face significant barriers to their academic success
and lag behind their peers academically (Dolan, 2009; Nichols, Glass, & Berliner, 2012).
Among the barriers are high dropout rates, low graduation rates, and lower reading and
mathematics scores. Further, socioeconomic status, parental education, school quality, and
immigrant status predicted the performance levels of Hispanic students (Desmond & Turley,
2009). Researchers have noted several interventions that have supported Hispanic students in
their educational efforts (e.g., Moller et al., 2015; Secada et al., 1998). Promoting a sense of
; Veronica Vijil may be reached at v.vijil64@gmail.com
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belonging among Hispanic students and a shared emotional connection with the school were key
findings related to higher Hispanic student performance (Sanchez, Colon, & Esparza, 2005).
Further, Hispanic students were more likely to study STEM in college "when they were educated
in high schools... with engaged and satisfied teachers who worked in collaborative professional
communities" (Moller et al., 2015, p. 21 ).
Another area explored by researchers to account for Hispanic underachievement involves the
influence of the family and is termedfamilism, a social pattern especially prominent in the
Hispanic culture and may be observed through dispositions, values, and beliefs that the family
deems most important (Desmond & Turley, 2009). Major decisions are made in respect to how
these decisions will affect family bonds, often deferring to the family matriarch or patriarch
(Desmond & Turley, 2009). For example, one trend noted among Hispanic high school seniors
in Texas was the desire to select a college close to home (Desmond & Turley, 2009), an outcome
often related to parental expectations (Raffaellie & Ontai, 2004). In some Hispanic families,
children are expected to fulfill traditional gender roles. That is, women are expected to raise
families and place as priority (Raffaelli & Ontai, 2004). Latino parents reported treating boys
and girls differently and discouraged girls from seeking jobs or participating in outside activities
(Raffaelli & Ontai, 2004). Young women were more likely than men to have more limits placed
on them (Raffaelli & Ontai, 2004 ). As such, differences in gender-related socialization might
account for the interest pursuing a career other than engineering.

Gender Discrepancies in STEM
The need to increase the number of women in STEM professions has been a recurring theme in
the literature for a few decades (AAUW, 1992, 2010). Steady increases in enrollment have been
evident in the number of women within specific science areas such as medical schools and
graduate programs in biology; however, areas such as mathematics, engineering, and physics
continue to show an underrepresentation of women (Xu, 2013). In spite of young women
successfully completing advanced courses in mathematics and science in high school, women
have represented only a small percentage in the STEM workforce (Hoh, 2009; Ullman, 2010).
Furthermore, the majority of engineering positions continue to be filled by men, and women
continue to experience a disparity in their salary compared to men (National Science Foundation,
2013).
Researchers such as DeCohen and Deterding (2009) have explored possible reasons for the
underrepresentation of women in engineering. The researchers noted that the attrition level for
both men and women was similar. Contrary to previous beliefs, results suggested that gender
disparities in engineering were driven largely by the inadequate enrollment (not adequate
retention) of women. They concluded that the underrepresentation was due more, in part, to
recruitment rather than retention, and, therefore, outreach to women should be implemented
across institutions at all grade levels including the collegiate level (DeCohen & Deterding,
2009).
Researchers reported that a gap in STEM interest exists by the eighth grade where boys were
twice as likely to prefer a STEM career (AAUW, 2010). Some researchers have studied the
career goals and course-taking trajectories of high school girls. Girls who had indicated an
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interest in majoring in STEM did not enroll in the highest level of science and mathematics
courses available to them in high school and lacked preparedness at the collegiate level (Tyson et
al., 2007). Vanleuvan (2004) studied the changes in career goals of 66 students and reported
girls' interests in STEM careers decreased from Grade 7 to Grade 12. Researchers have
identified several factors that influence STEM interest among Hispanic students as follows:
participation in advanced math and science courses, math achievement, a rigorous curriculum,
and teacher support (Arredondo & Castillo, 2011; Crisp et al., 2009). Therefore, attitude and a
lack of confidence could be identified as contributors to an underrepresentation in STEM fields
in addition to math and science achievement levels.
Method

Collective case study method (Stake, 2005) was utilized to explore the experiences of a select
group of Hispanic high school girls. The case study was bounded (Merriam, 2001) by the fact
that only the experiences of high school Hispanic girls who had chosen engineering as their
career pathway were considered within one school district. Two research questions were posed
in the study:
1. What are the perceived barriers among high school Hispanic girls in relation to taking
advanced science and mathematics coursework?
2. What are the support systems identified by Hispanic girls enrolled in high school
engineering courses?
Context of the Study
Participants were selected from four suburban high schools in a southeastern U.S. public school
district; three were comprehensive high schools and one was a high school career academy
where students completed courses aligned with career interests. The district was selected based
on (a) its offerings of STEM coursework, (b) its data about students' career pathways, and (c) its
ethnically diverse student population. As part of a state initiative, the district offered a career
pathway program that comprised a recommended sequence of coursework based on students'
career goals. Engineering represented one pathway within the 16 career clusters offered in this
school district.
Selection of Participants
A purposeful criterion sampling scheme was used to identify the participants (Miles &
Huberman, 1994). The four criteria were: female, Hispanic, enrolled in Grade 11 or 12, and
selection of STEM as a career pathway. Transcripts were reviewed for all Grade 11 and 12
students (208 male and 28 female students) who had chosen engineering as a career pathway.
Only nine Hispanic girls met the criteria and all were invited to participate in the study with
approval from the school district, the girls' parents, and the girls themselves. Seven girls agreed
to participate.
Instruments
A multi-method, three-stage data collection approach (Yin, 2009) was taken to explore the
support systems, prior experiences, and perceived barriers that encouraged these Hispanic girls to
pursue the STEM career pathway in engineering.
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Phase 1: Demographic Data Questionnaire. Participants were asked to complete a
short demographic questionnaire. Questions included background information, average grades
attained in middle school and high school science and math courses, highest level of attained in
these courses, and intentions to pursue engineering as a college major.
Phase 2: Focus Group Protocol. Two focus groups were conducted. The interview
protocol was grounded in the literature review and Spradley's (1979) interview approach of
descriptive, mini-tour, and experience questions.
Phase 3: Individual Interviews. All seven of the participants agreed to individual
interviews. Questions were open-ended and allowed for triangulation of data collected during
Phase 2. Questions allowed participants to recall and describe specific experiences, support
systems, and perceived barriers.
Data Analysis
Using the method of constant comparison (Glaser & Strauss, 1967), an iterative coding process
was applied to analyze interview data and interpret common themes and subthemes across the
cases. Specifically, the process of open coding and then axial coding were carried out (Strauss &
Corbin, 1990). Finally, selective coding was used by merging the previous analytical work and
identifying core categories that related to each other (Strauss & Corbin, 1990). Additionally, a
cross-case analysis was conducted using a "partially ordered meta-matrix" (Miles & Huberman,
1994, p. 177). A partially ordered meta-matrix allowed the researcher to display data from
several cases into a format. Clusters or partitions were contrasted between sets of cases to reveal
a clear picture (Miles & Huberman, 1994).
Findings

Based on an analysis of the interview transcripts, two types of barriers were identified: existing
and perceived. Existing barriers were actual barriers the girls reported experiencing such as
gender discrimination, complex concepts, and ineffective teachers whereas perceived barriers
related to those the high school girls predicted for the future such as gender discrimination,
limited college funding, and work-life balance. An overview of the barrier themes and
subthemes are shown in Table 1. In addition, three support themes were derived in response to
these barriers: an attitude of perseverance, teacher relationships, and family support.
Existing Barriers: Gender Discrimination
One barrier that was associated with taking advanced science and mathematics courses related to
being girls. Participants agreed that although they were comfortable working in groups
comprised of mostly boys who frequently interjected derogatory comments. Beatriz described
her experience: "Sometimes, yeah, there's sometimes that they [boys] try to put me down, some
of them [boys], and then there are some guys that don't like me." Participants reported they
remained focused on their coursework despite negative comments.

Boys outnumbered the girls in engineering elective classes in both high schools; however, this
imbalance was not evident in science and mathematics classes. Being one of a few girls in a
class, Daniela explained how she used her strengths to excel in those classes:
I'd say I'm more mature. In a class of 30 and probably, and, uh, maybe I'd say what a
4th or 5th of them being girls, um, you kind of realize how the guys act and ... tend to be

69
Published by SFA ScholarWorks, 2016

69

School Leadership Review, Vol. 11 [2016], Iss. 2, Art. 1

a little more scattered in their thoughts, and being a girl, it makes it a little easier to bring
all of that together.
Clearly, some boys in the advanced science and mathematics classes appeared to contribute to
the stereotypical beliefs that can place girls at a disadvantage in the engineering field.
Table 1

Barrier Themes for Hispanic High School Girls Enrolled in Engineering Courses
Theme
Existing Barriers

Sub theme

Meaning
Obstacles experienced in pursuit of high
school coursework in STEM areas.

Gender Discrimination

Obstacles experienced with peers and adults
related to being a female in a maledominated career path

Complex Concepts

Obstacles experienced with taking high
school courses in math, science, and
engineering

Ineffective Teachers

Obstacles experienced with teachers and
learning

Perceived Barriers

Obstacles that the girls believed hindered
their pursuit of an engineering career
Gender Discrimination

Obstacles related to being a female in a maledominated profession (engineering)

Limited College Funding

Obstacles related to obtaining funds to obtain
a college degree

Work-Life Balance

Obstacles related to maintaining a balance
between a career and the roles of wife and
mother

Existing Barriers: Complex STEM Concepts
Another barrier involved the complex concepts taught in the higher-level science and math
courses. For example, two mathematical concepts that were most challenging were vectors and
derivatives. Gloria said, "The equations [in mathematics class] are just confusing, and I have to
really, like, pay attention to what I'm doing." Gloria explained her difficulties with Algebra II
by stating, "it's how we go with the exponents and, like, dividing them, or these algebraic
expressions, [they are] just getting harder."

Relevance and meaning were important to the understanding of complex subjects. If the girls did
not connect various concepts, they felt resistance to exerting efforts to learn. Therefore, the
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participants described how they sought ways to grasp the concepts often by relying only on
themselves to learn the material. The girls believed that they could not rely on their parents for
assistance with complex concepts and none of the participants mentioned working with a tutor on
an individual basis, noting that the added expense of a private tutor was too expensive for their
families.
Existing Barriers: Ineffective Teachers
The quality of teaching that took place in STEM-related courses was noted as a barrier. Students
recognized the difference between strong and weak teachers and described how some of their
teachers seemed "inept". Gloria recalled a negative experience with a teacher: "Sometimes it
depends on the teacher because this year, my Physics teacher, it's like, here's the paper and
video, and she doesn't explain what's going on, so sometimes it's harder to understand."
Perceived Barriers: Gender Discrimination
The girls perceived engineering to be a male-dominated field and believed that they would
continue to be out-numbered by men. They predicted several career barriers to becoming a
woman engineer, such as making less money than men and competing for better paying
positions. However, the participants expressed how they were intrinsically motivated to succeed.
When asked about the difficulties a woman might encounter on the job as an engineer, Felicia
worried about the physical labor involved because she believed carrying heavy equipment would
be more difficult for a woman. Gloria expressed, "I guess people would listen more to a guy's
opinion than for a girl." Overall, the girls acknowledged that hardships existed in other fields
besides engineering, and that their pursuit of goals would likely be met with challenges.
Perceived Barriers: Limited College Funding
Another perceived barrier that existed was the cost of postsecondary education. Daniela was
proud that she would be the first in her immediate family to attend college but described how she
would need to attend a community college. She discussed the funding barrier when she stated:
I think one of the major set-backs for a lot of people, not just people in engineering but
for other majors as well. They can't afford to go [to college], and I mean they say that
there are all kinds of money out there, but honestly, I don't think they're giving it to the
right people.
Perceived barriers: Future Work/Life Balance
Participants predicted that balancing the demands of an engineering career with the hopes of
raising a family would be difficult. For some of the girls, raising a family was their priority.
Cristina believed, "an important aspect of family was to be there for every aspect of their
[children's] lives." She expressed she woµld either seek a part time job or take time off from
work if she decided to raise children and count on her husband to take care of the family's
financial needs.
However, for some of the other girls, the reality of the modem world economy was something
they considered for their futures. Alicia mentioned, "I see the job economy going down the
toilet." Daniela recognized that someone would have to replace retirees in the future: "There are
going to be highs and lows, but at the same time, they [engineering companies] are always going
to need someone to take over for the people who are retiring and that sort of thing." The
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participants understood that staying home to raise a family would create challenges to support a
family with only one income.
The participants acknowledged their concern about the balancing of time between career and
family. Cristina was very honest about her feelings about raising a family. She stated, "I know
for me, I want to start a family and I'm not going to sacrifice my kids' young years just for ajob
that my husband can provide for."
Support Theme: Attitude of Perseverance
The girls in this study described how they adjusted their attitudes to address barriers. In sharing
their experiences, the participants exhibited a strong self-efficacy, perseverance, and higher-level
thinking skills. They expected to forge ahead, securing opportunities that would allow them to
successfully complete engineering courses and compete with their male counterparts. The
participants talked about being the trendsetters in a male-dominated world. Rather than feeling
defeated in their pursuit of STEM courses and careers, the participants did not dwell on the fact
that they were outnumbered by boys in their engineering classes. Christina believed that she had
the edge over the boys in her class when she explained what people said to her, "Oh, you 're the
only one or two girls in that class; for me, it's something to feel proud of because you're in
another league." The participants in the study demonstrated an attitude of resilience and
perseverance with the barriers that they perceived or experienced.
Support Theme: Teacher Relationships
Although poor teachers were recognized as an existing barrier for these students, some teachers
offered support to the girls. Teachers were deemed as supportive when they developed caring
relationships and provided the participants with necessary skills for success. Alicia described
some of her middle school science teachers as extremely helpful. She said, "I had fantastic
teachers. I felt like we got so much stuff done and I learned a ton." Alicia recalled a positive
experience for two years in elementary school:
In 4th and 5th, I had the same teacher both years and she was a very, very good teacher.
She forced us to participate in national science competitions and all sort of stuff, so I feel
like science those years were extremely strong, and I did get a lot out of them.
Alicia felt challenged in middle school especially in her mathematics courses. As a
student in the gifted and talented program, her mathematics courses were accelerated so she
worked two grade levels ahead of her peers and acquired high school credit beginning in seventh
grade. In their recollections, the girls described past teachers in different ways such as "fun,"
"overachieving," "uncaring," and "boring." In most cases, the girls remembered their
relationships with teachers instead of the actual lessons or activities that supported their
decisions to pursue STEM courses in high school.
Support Theme: Family Support
Families were usually described as supportive; however, the amount of support varied among the
participants. Five of the seven participants revealed that they had supportive families and
indicated that one of their parents had encouraged them to select engineering. For example,
Alicia's mom and Daniela's dad encouraged them from a young age. Daniela shared that her
dad was "extremely happy because neither of my parents actually finished school" but had to
convince her mother that engineering was the right decision for her.
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Eva was one student who did not view her family as supportive. She stated, "They [family] just
think that I just shouldn't do it at all because of the males in the field, and women aren't
supposed to, you know, be strong and do what men do." Although they had varying degrees of
family support, the participants credited their parents as supporters who could help them achieve
future goals. In addition, the participants said that they discussed college and career options with
their parents in an effort to keep it at the forefront of their parents' minds.
Implications for School Leaders
A sense of urgency has been placed on educational institutions to educate students to become
proficient in science and mathematics and to encourage students to explore these fields as career
options (National Science Foundation, 2013). Even with the increased emphasis in STEM, few
Hispanic students pursue postsecondary STEM degrees. The Hispanic girls who participated in
this study were the only seven of nine enrolled in the engineering pathway, even though they
attended one of four large high schools in a large suburban/urban school district of over 35,000
students. The results of this study provide clues to ways that school leaders might improve
efforts to increase the enrollment, persistence, and academic success of Hispanic girls in district
STEM programs. School leaders can support these efforts by (a) ensuring quality teachers and
teaching in STEM courses, (b) garnering Hispanic family support, and (c) cultivating college
readiness that involves developing resilience and positive self-efficacy in Hispanic girls.
Ensuring Quality STEM Teaching
In our study, teachers contributed to both the existing barriers for participants and to the support
systems. Two participants received solace from the encouragement of their teachers. For Eva,
who otherwise would not have had a strong mentoring support system, one particular teacher
with whom she bonded became her source of inspiration. Similarly, teachers of higher-level
courses should remain advocates for their students rather than setting up an environment where
students feel disconnected to the course. The participants in our study had the ability to perform
well in mathematics and science and relied on their own teachings when the teacher was
ineffective. However, average students should be encouraged to take these higher-level courses,
and teachers should make every effort to understand the concepts that students are expected to
learn. School leaders might ensure that students have a voice in expressing their views about
teachers, especially in advanced courses. Administrators should address repeated concerns
expressed by students. Ensuring teachers purposefully engage students and cultivate curiosity
appears essential to sustaining and expanding Hispanic girls' interest in pursuing STEM studies
such as engineering.
Garnering Family Support
Family connections were very important to the participants in our study. When responding to a
question about college choice, many stated they did not want to be away from family. These
responses coincided with research literature (e.g., Desmond & Turley, 2009). To address this
challenge, high school leaders can communicate with families through forums and workshops
where college representatives and current college students can provide examples of the kind of
student support that is available to students living away from home.
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Cultivating College Readiness of Hispanic Students
The themes in this present study that most closely aligned with previous research findings are the
description of the high school girls' existing barriers relating to complex concepts in their
coursework and their resulting attitudes of perseverance. The participants in this study cared a
great deal about school, were encouraged to attend college, and were successful academically.
Similar to the findings of other researchers, these Hispanic girls were most likely to learn when
the curricular content was challenging and meaningful to them.
Related to college readiness is the aspect of financial aid. In this study, participants reported
financial concerns that could impede their college attendance. Perhaps the families in this
student needed more information and guidance with the financial aid process, especially for the
girls who were first-generation college students. Advocates are needed to help students enter
fields that are underrepresented by women. School district administrators should be willing to
schedule bilingual, financial experts to help parents complete financial paperwork. Teachers
might consider adding information about the college application process in introductory classes.
Providing time for students to explore websites such as those provided by the College Board
might serve as a helpful resource.
Conclusions
Researchers have indicated that Hispanic students have the lowest educational aspirations and
expectations of all major racial and ethnic groups (Desmond & Turley, 2009). Some stereotypes
among U.S. educators suggest that Hispanic students do not care about school, have cultural
backgrounds that are incompatible with school, or cannot achieve. Yet, results from this study
contradict those stereotypes and offer educational leaders ideas for better supporting successful
STEM career pathway pursuits of Hispanic high school girls.
This study was one of few to date that has examined the perceptions of the unique population of
high school Hispanic girls who have pursued STEM-related careers in high school. The findings
are useful in considering various theories related to student persistence in higher education in
general, and mathematics and science-related careers in particular. In addition, the findings can
be used intentionally by educational leaders to identify and remove potential barriers for
Hispanic girls in relation to STEM courses.
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